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Higher Education in and for the Workplace: Models and Methods
by Ray Coughlan, BE, MEngSc

Abstract
This dissertation reports on research and development work, undertaken from 2000
to 2005, to develop and apply innovative models and methods to the establishment
of a provision, within higher education in Ireland, tuned to the identified needs of
diverse groups of learners in the workplace and in society at large.
Initial research identified, from the workplace perspective, the characteristics
required of such provision and the topics it should address. The role of higher
education in establishing such provision is reviewed in supporting learner
development through the continuum; competence, capability, creativity. Relevant
models and methods are identified as existing along a parallel continuum of
pedagogy, andragogy, heutagogy. Using these and invoking identified principles
and practice for adult learning, a contructivist approach to programme design,
delivery and support based on authentic learning tasks and assessment is proposed.
The capacity within the higher education environment in Ireland, generated by the
recently established National Framework of Qualifications and by national and
European education policies, to support such innovative approaches is explored.
Based on the foregoing analysis, an approach to programme design, delivery and
evaluation is proposed, based on a deep, sustainable partnership between higher
education and the workplace.

This is manifest in the fourteen-stage PAL

(Partnership for Accreditation and Learning) and in the ‘Vertical Sandwich’ model
created to promote it.
The issues and actions required to develop and implement programmes using this
approach are explored. Integration of work-based learning and development of
authentic assessment methodology are identified as critical elements.
Two cases studies of the PAL process of programme development, from widely
divergent workplace environments, are presented and reviewed within an action
research paradigm.
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Finally, the outcomes and processes involved and the actions undertaken to sustain
and embed them in mainstream provision are reviewed and significant areas for
future research and development are identified.
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Chapter One - Introduction and Context
1.1

The Context

The genesis of the research and development work reported in this dissertation lies
in the economic growth in Ireland during the 1990’s, the human resource
development issues arising from it and the related implications for the higher
education environment and for education provision within it.

In the period in question, the performance of the Irish economy had, by any
measure, been extraordinary - particularly in relation to the rate of previous
development. Through the 1990’s budget deficits became surpluses, exports grew
at rates approaching 17% and GDP increased to in excess of 100% of the EU
average. This was accompanied by significant reduction in unemployment rates
resulting in net immigration of over 40 000 per annum.

Key factors in this development are recognised as entry to EU, attractive corporate
tax levels, an English speaking population and a reservoir of skilled labour deriving
from a multi-level educational system. Stability within the economy engineered by
a succession of national partnership agreements also contributed substantially to
the establishment of an environment conducive to enterprise development.

Growth rates for the early years of the new millennium were predicted to be of the
level of 5% with associated expansion in employment and decline in
unemployment rates.

This led inevitably to tightening in the labour market.

Analysis conducted by a wide range of organisations reached the same conclusion
as that of the Expert Group on Future Skills, predicting that skills shortage could
limit the prospects for future growth. [1]. The strong recommendation to avoid
such a consequence was to adopt a more flexible approach to education and
training through the development of accelerated learning programmes, in-company
training, workplace delivery, modular approaches etc.

The problems with labour supply at the higher skill levels were exacerbated by the
demographic trends arising from a decreasing birth rate. While this was offset to
8

some extent by a currently increasing population, it was evident that there would
for the foreseeable future be
‘A reduced reservoir from which Irish-born entrants to post-second level
education, to initial training and to the labour force can be drawn... By
2012 or 2013, that the population pool could be as much as one-third
smaller'’

[2].

Another significant factor influencing potential future growth rates was the fact that
the then current workforce was predicted to constitute 80% of the total workforce
of 2010. The implication was that the continuing development of the workforce
within the workplace would play a key role in meeting the demands on labour
supply and in maintaining competitiveness in the developing knowledge-based
society.

The advice for the post-secondary sector issuing from the de Buitlear [2] report was
stark. It should address
‘the rigid and hierarchical nature of the Irish education system in
comparison to other EU member state, the ‘miniscule’ level of second
chance education for those who left the system early and to the
performance of full-time provision within the third-level system.

We

consider that increased flexibility, includuig the optimum use of part-time
and distance learning, workplace delivery and greater emphasis on
mechanisms for the accreditation of prior learning and work-based
experience will be essential in making provision for mature students. It is
also important to recognise, in providing a flexible response to the needs of
mature students, that traditional full-time course provision and new
innovative models using block release and ‘sandwich ’ arrangements will
continue to play an important role.

The implication for the education/training system was clear. The workplace and
the potential learners within it must be more actively involved in every stage of the
education process - from the identification of needs to the development, delivery,
support and management of the learning process.

This is reiterated in the conclusion of the EQUATE report which states that
For its part, the education and training system needs to establish closer
links with the workplace for the identification of real needs and the
development ofprogrammes to meet these needs

1.2

[3]

Research Phase One

In an attempt to obtain guidance from the workplace - particularly from those
within it who were taking innovative approaches to workforce development thematic research was conducted within the range of ADAPT funded projects in
Ireland which addressed education, training and development.

The methods used to research the views of the co-ordinators, participants and
others in the workplace associated with the selected ADAPT projects included
semi-structured

interviews, postal and telephone surveys and roundtable

discussion. These are outlined in chapter two where overall research methodology
and research methods are discussed The outcome of the research process was the
identification of a range of key issues within a number of linked themes relating to
curriculum design, access, delivery and support, assessment, accreditation and
progression - all of which were comprehensively reported in the EQUATE project
report of 2001. These issues are presented here in summary form as they establish
the particular needs which were to be addressed by the actions described in the
later chapters of this report.

Curriculum design
To meet the changing needs of industry a partnership approach between education
and training providers, industry and learners is necessary for the development of a
flexible curriculum that will be more attuned to workplace needs.
•

Methods need to be developed to allow industry to have an interactive role
in the design of education and training programmes at local, regional and
national level.

•

A support programme is required to help industry translate its training
needs into accredited programmes.
10

•

Information tuned to client needs regarding qualifications and accreditation
procedures should be made widely available and actively promoted

•

Learners should be closely involved in curriculum design in education and
training - both in the workplace and in education/training organisations.

•

In designing education and training programmes there must be a proper
balance between the need to develop skills and the personal development
needs of the adult learners.

Access to Education and Training
When organising education and training provision, the issue of access must be
central. Provision needs to be more responsive to the needs of adult learners made available in a variety of locations (including local communities and the
workplace) and at appropriate times.

Many adults lack the confidence and/or

qualifications to return to learning so new approaches and entry routes, such as the
accreditation of prior learning, are needed to encourage them to engage in learning
and development. Issues such as fees, lack of childcare and other supports can also
act as barriers to participation.
•

It is necessary to create greater awareness among the workforce of the
availability of flexible entry opportunities to education and training
programmes

•

Entry requirements to education and training programmes should be
reviewed in order to remove any unnecessary prerequisites or barriers

•

The different types of certification need to have clear equivalencies
established and thereby be mutually recognised

•

There is a need to develop nationally recognised sectoral standards, at
operative level in particular, to facilitate access to accredited education and
training

•

Part-time entrants to all education and training programmes should receive
parity of treatment with full-time students e.g. in relation to payment of fees
and other supports.

•

A mechanism is needed to advise and support small and medium sized
enterprises in identifying and meeting their training needs

11

•

Some form of financial support is required to enable small to medium sized
enterprises to release staff for training

•

Mechanisms such as educational leave must be developed to allow workers
to realise opportunities for lifelong learning

•

The new Qualifications framework should provide the widest possible
access to education and training while ensuring that standards are
maintained

•

The development of a nation-wide, comprehensive and accessible adult
guidance service is crucial to allow adults to access educational and training
opportunities

Delivery and Support
A more varied and flexible approach to delivery and support is needed to meet the
needs of adult learners, incorporating the use of information and communication
technology, distance learning and work-based learning.
•

The learners must be at the centre of all teaching methodologies and
materials.

•

Trainers and educators need to recognise and emphasise the value of
learning in itself, additional to the benefits to the learner of any
qualification obtained.

•

Education and training providers need to co-operate more closely with
industry to provide jointly more integrated programmes which combine
practical skills and theoretical knowledge

•

Education and training institutes need to develop more flexible approaches
to the manner, location and timing of training for the workforce and
consider alternative approaches such as using open/distance learning.

•

Providers of education and training should be responsive to the particular
needs of adult learners and should adopt new and appropriate methods of
delivering course content.

•

Training is needed for trainers in the use of Information and
Communication Technology (ICT) and in managing remotely located
learners.

12

•

Education and training providers should provide more cross-disciplinary
programmes

•

There is a need to develop standards and certification for adult trainers

Assessment
For adults returning to education, particularly after a lengthy break, the use of non
threatening assessment methods is important.
•

Alternative assessment should be used, including learning logs, portfolios,
work-based projects, on-the-job assessments, and application of learning in
a work context.

•

Innovative assessment procedures should be mainstreamed and recognised
within existing qualifications arrangements

•

Assessment procedures for adult learners in a work-based context should be
reviewed

•

Certifying bodies should work with sectoral bodies in the development of
assessment standards and methodologies

•

Mechanisms for assessing and accrediting prior learning and work-based
learning should be widely available

•

Assessment methods should be developed for ‘soft skills’ areas (eg
communications, teamworking) which are appropriate for certification and
accreditation

•

Assessment methods suitable for web and related technologies are required

•

Standards and certification for assessors should be developed

Accreditation
The current accreditation process was viewed as being complex, time consuming
and remote and therefore in need of reform. Equivalence should be established
between different awards as part of an overall national qualifications framework.
Single subject accreditation of prior learning should be more widely published and
used. The new Qualification Framework currently under development should:
•

Develop accreditation measures to recognise equivalence of certification
across education and training
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Facilitate accumulation and transfer of credits from different learning
institutions or workplaces towards a single qualification
Accredit learning attained on a modular or single subject basis, ie not solely
for programmes fully completed but with appropriate integrating elements
for award of full qualification
Work with industry in the development of standards for accreditation
Embrace all forms of learning, both formal and informal
Develop mechanisms to enable industry to link its training into the national
qualification framework
Ensure the Irish system of accreditation is compatible with international
credit transfer systems

Progression to higher levels of education and training
When designing an education or training programme, there needs to be an overall
framework for the recognition of the learning experience, with progression
pathways clearly identified for the learners.

A well-defined structure for

qualifications, which incorporates education and training in an integrated
framework, is essential to facilitate planning for lifelong learning.

A

comprehensive adult guidance service and clear information about qualifications
and progression pathways are also required.
•

Procedures are required for formal recognition of the equivalence (or
relative standing) of different types of certification for effective progression
of the adult learner.

•

More clearly defined progression pathways for adults returning to learning
are essential.

•

The development of a nation-wide, comprehensive and accessible adult
guidance service is crucial.

•

Information about qualifications and accreditation procedures should be
widely available and actively promoted.

Programme Content
Separate from the ADAPT research and arising from the ongoing contact with the
workplace deriving from the mission of the Department of Education Development
14

(DEIS) at Cork Institute of Technology (CIT) ‘to innovate in education to tune
provision to meet more closely the identified needs of a diverse range of groups in
the workplace and in the community at large there was clear evidence, also, of the
need for fundamental change in the content and topics covered within higher
education programmes - particularly within those which purported to have a
professional/vocational element.

To confirm this, in addition to the work of the EQUATE project, a parallel research
activity was undertaken to poll the views of the workplace to identify the key
topics which should be addressed within higher education in order to contribute to
the effectiveness of graduates in the workplace. This work was undertaken in
cooperation with Universities and Colleges Admissions Service (UCAS) and
AGORA Consultancy (UK), and ARTES of the University of Bologna.

The main research questions addressed in this project were
•

Which core competencies (key skills, qualities, attributes) do
graduates need to become capable employees?

•

How should the higher education sector provide for the development
of these core competencies?

The research methods employed were a Delphi-type analysis of the responses of
senior personnel in the workplace in each of the participating countries.

The

findings confirmed the original contention that higher education sector generally is
deficient in the development of those competencies identified as significant by
workplace personnel. The findings served to highlight, also, the serious issues for
the assessment methods used in higher education. As such they are of significance
for the work reported in later chapters and so are presented as Appendix A, where
the significance of the views of the Irish respondents are highlighted. [4].

While the results of the LeoGrad research corroborates the findings of a wide range
of research reports published in UK relating to core competencies, they can be seen
as being more directly relevant to the Irish situation - as results were derived from
an extensive sample of senior management and human resource development
15

personnel in one hundred and fifty leading Irish companies. In appendix A, these
findings are contrasted with results of similar analysis by Brennan et al (2001) [5]

1.3

Report Structure

The research quoted above, along with significant work conducted by such as the
ESRI and the Expert Group on Future Skills Needs led to the inevitable conclusion
that traditional methods of course design, delivery and support were seriously
deficient in meeting the needs of the current and developing workplace. Immediate
action needed to be taken to adopt new models and methods which focussed more
closely on learner, society and workplace needs.

That this situation has continued to persist throughout the intervening period since
is evidenced by the many reports on the higher education sector produced
throughout he early years of the current millennium. [6,7]. The implications for the
sector arising from these are reviewed in chapter five where the educational
environment in Ireland, in the context of the developing National Framework of
Qualifications and the European dimension under the Bologna - Lisbon - Berlin Dublin - Bergen process, is discussed.

The research and development work reported in this dissertation relates, therefore,
to actions taken in pursuance of the DEIS mission, over the past six years, to
address some of the identified deficiencies in higher education provision.

The

report presents the models invoked, the supporting theories, the methods
developed, the results achieved and the changing educational environment in which
these occurred.

Consequently the report is structured to present next - in chapter two - the research
methodologies selected, the reasons for their selection and the methods used within
the context of the selected methodology. Chapter three reviews the role of higher
education generally and the demands made on it by the changing nature of current
society. The theoretical underpinning for the identification of new models and
methods within higher education is presented in chapter four and is used to justify
the development of particular innovative approaches to transform higher education
16

provision to meet learner and society needs. These are presented in chapter six.
Chapter five considers the higher education environment in Ireland, as it existed in
the beginning of the millennium and its development since, in the context of
applying the models and methods proposed in chapter six. In chapter seven, the
significant issues arising from the adoption of these new models and methods are
identified and actions taken to address them are described.

Two key areas for

attention were identified as the integration of work-based learning into the higher
education curriculum and the need for the formal recognition of all forms of
learning - and the associated methods for assessing it. These areas are addressed,
separately and respectively, in chapters eight and nine. The implementation of
these approaches is reviewed in chapter ten in the context of an action research
framework - a methodology chosen on the basis of the discussion of chapter two.
The outcomes are shown by the presentation of two case studies selected from a
number of different sectors - the development of innovative programmes in the
very

diverse

fields

of community

education/development

and

first-line

management in the highly regulated pharmaceutical/chemical industry.

The parallel and continuing actions to sustain the positive outcomes of these
approaches and the efforts to embed them in policy and practice at institutional,
national and transnational levels are outlined in chapter eleven, which also presents
a critically reflective analysis of the work done to date along with considered
recommendations for future action.

17

Chapter Two - Research and Research Methods
The research work reported here can essentially be seen as a number of relatively
distinct but nonetheless interlinked and overlapping phases. As will be seen from
the discussion below, the research methods for the different elements of the
reported work were selected on the basis of fitness for the particular purpose and
were tuned specifically to issues being investigated

2.1

Research topic.

The general topic to be addressed consisted of the design, development and
implementation of an education/training provision within the higher education
sector tuned to meet the continuing development needs of learners within the
workplace. It important here to state that for the remainder of this report the term
‘workplace’ is used in the widest possible sense and as a convenience to describe
both paid and voluntary work and, more significantly, to encompass the everyday
work of living in society - as all of these elements contribute to the total lifeworld
and potential learning space of the individual

2.2

Research Methodology:

The overarching research methodology chosen was that of an action research
paradigm. A number of reasons contributed to this decision.

In the first instance, the reported work reflects the strong emphasis and active
commitment to change in higher education/training provision which inheres in the
mission of the DEIS department.

Also, the perceived urgent need for change

outlined in chapter one demanded both pragmatic and immediate action.

Arising from the imperatives of this mission is a commitment not only to change
and reconstruction of provision but also the concomitant need to change the
structures within which it operates at both institutional and national levels. The
process therefore had an associated political dimension, in that active engagement

was required with the supervening structures governing the higher education
environment at both of these levels

Because of the nature of models and methods to be researched - which derive from
a constructivist view of the learning process - the active involvement of learners
along with the other stakeholders in the implementation of change was a sine qua
non.

As these co-participants in the research process view the activity as part of their
own education/development, the approach has to be both applied and pragmatic. It
must reward participants with credits and/or qualifications based on the learning
achieved during the experimentation period, even though the processes to provide
for this were not be fully elaborated at the outset. This element of risk-taking on a
mutual basis enhanced the participatory and collaborative nature of the endeavour
and harnessed the energy of all participants to realise the changes the actions plan
aspired to achieve.

This work set out to propose and implement immediate solutions for the identified
issues - solutions which themselves would be subject to ongoing change and
development as the environment in which they were and are to operate, itself
changes. These models and methods must, therefore, have inbuilt mechanisms to
ensure currency, must be collaborative in nature and ultimately empower the
learners themselves to exert a continuing and effective influence on the
supervening educational environment in which they and others learn through life.
In that sense the project had an inherent emancipatory element.

In addition, the researchers and the researched (learners and potential learners) as
active co-participants in the research/development process must themselves
contribute actively to its evaluation.

As stated above, the particular research methods used were selected to match the
issues being investigated. Phase One research conducted in response to the
predicted difficulties in the future labour market and its implications for higher
19

education in Ireland outlined in chapter one, consisted of a general reconnaissance
to identify, from the perspective of the workplace, those specific characteristics
which contribute to an education/training provision optimally tuned to the ongoing
needs of the learner within the workplace.

As innovation and change were

considered to be essential elements of any interventions to establish such provision,
it was deemed appropriate to poll the views of those who, within the workplace,
were adopting innovative approaches to the continuing development of the
workforce.

A suitable cohort of such innovators was readily identifiable at that time as those
who, throughout Ireland, were participating in training and development projects
within the ADAPT programme. This EU funded programme aimed to support
innovative human resource development projects to anticipate and prepare for
industrial change throughout Europe. Funding was achieved under the thematic
research stream of ADAPT to survey the views of the selected cohort of innovators
in relation to their experience within the ADAPT Programme. This research aimed
to identify, categorise and confirm, from a workplace perspective, the key issues
relating to the establishment of an education/training environment and provision
supporting the continuing lifelong development of the workforce in the workplace.

In the first stage of this work, which in effect consisted of a comprehensive needs
analysis, it was deemed appropriate at the outset to identify a set of relevant
categories

or

themes

within

which

the

desired

characteristics

of the

education/training environment and provision could be identified and later
confirmed. It was decided to present the outcomes of the research at a National
Conference at which they could be discussed and confirmed by representatives of a
wide range of interests - government and statutory bodies, employer and employee
sectors, community and voluntary organisations, professional bodies, awarding
bodies and authorities, education and training providers. The research findings and
the conference proceedings were published as the EQUATE project report of 2001.
[3]
The research activity was divided into five stages as follows
20
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•

A literature review relating to project aims, objectives, activities and
outcomes to identify those projects which addressed training and
development issues

•

A more intensive analysis of the literature relating to the twenty-six projects
found to be relevant, in order to identify common themes and categories

•

Semi structured interviews were conducted with representatives of the
projects - including project co-ordinators, participants, senior managers and
human resource personnel from the enterprises involved - to identify the
characteristics required of higher education provision to meet workplace
needs.

•

The findings of the interview process were collated within the selected
themes

and presented to a round

table meeting of thirty-eight

representatives of the government, social partners, professional bodies,
awarding and certifying bodies and education/training bodies.
•

The refined findings were confirmed and prioritised and recommendations
for future action prepared by postal survey and telephone interview with the
initial interview group

•

The research outcomes were presented and discussed at the EQUATE
National Conference in 2000 and published in ‘Developing the Workforce
through Education and Training - The Experience of Irish Innovation in
Practice’ 2001 [3].

A summary of the findings is presented in chapter one as they set out the
circumstances which led to the research and development work conducted to
develop and implement and education provision tuned to meet workplace needs
and which constituted the activities presented in the remainder of this report

Furthermore, during the early reconnaissance phase it was evident that not only the
methods of course design, development and delivery were in need of review and
revision but that also the topics and content covered in higher education
programmes might also be inappropriate and/or insufficient to meet workplace
need. In parallel therefore with the ADAPT research outlined above, a Delphi type
research project was undertaken to identify which core competencies (key skills.
21
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attributes, qualities) do graduates need to become capable employees. This work
was part funded by the EU Leonardo da Vinci programme and was conducted in
partnership with the Universities and Colleges Admissions Service (UCAS) and
AGORA consultancy of the UK, and ARTES, University of Bologna. Of the report
the most significant outcome in the Irish context was the identification of the key
competencies by the Irish industrial sector and the consolidated list obtained by
transnational integration of the competency lists obtained for the three participating
countries. A summary of the findings is presented in Appendix One of this report
as these lists also influenced the processes of curriculum design process, syllabus
generation and assessment used in the second phase of the research work. Full
details can be found in the report of the LeoGRAD project [4]. Appendix A also
contains the findings of a similar analysis conducted by Brennan et al. [5].

As indicated above, the second (and more substantial) phase of the research and
development work reported here consisted of the effort to develop and implement
an education/training provision in the higher education sector which attempts to
addresses the findings and recommendations of the first research phase.

The action research methodology was chosen for this phase on the grounds of its
appropriateness to a field of educational research where the requirement is for
pragmatic, organised, reflective enquiry. The methodology is understood here as a
form of self reflective enquiry undertaken by co-participants in order to improve
the rationality of practice within the educational environment, to improve the
understanding of this practice and to improve the educational environment itself in
which this practice takes place.

As will be seen from the diagrams if Figures 2.1 and 2.2 the research is a multi
stage cyclical process of planning, action, observation, reflection and revision.
From Figure 2.1 [8], it may appear that the action research process is one which
was conducted in a sequence of discrete events with reflection followed temporally
by analysis, review and action.

In reality, all processes could and did occur

simultaneously. Figure 2.2 after Elliott attempts to ‘recapture some of the
“messiness” which the Kemmis version (of Figure 2.1) tends to gloss over’. [9].
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Only in the case of formally conducted evaluation does the process become
sequential and discrete, as seen, for instance, in the preparation and response to
evaluation reports from courses accreditation panels or in the case of formal course
evaluation by participating students.

For clarity, the research activities are presented in the later chapters of this report in
a format which generally conforms to those of Figures 2.1 and 2.2.

^

General Topic ~[— — ►

Revise
General Topic
Reconnaissance!

Revise
Overall Plan

Overall Plan
...Revise Pla^ y
; •

Action One

i

--•'1 Monitor/Reviev
Action Two

Figure Two: The Action Research Process
(after Elliott |9|)

In summary, the research and development activity undertaken and reported here
could be said to be in the realm of action research for sustainability in higher
education and so straddles the boundaries defined by academic disciplines and
between the academic institute and the wider society. Its intention is beyond that
of producing a research document, it aims to engage a wide range of stakeholders
in a collaborative enterprise to embed new paradigms of teaching and learning in
higher education provision to meet identified real world needs of adult learners.
[11]

23

Chapter 3- Higher Education and Society

3.1
Introduction
In his introduction to the book, ‘Work-based Learning A New Higher Education ’
he co-edited with Nicky Soloman, David Boud writes
Higher education is in the midst of an era of unprecedented change.
Governments are keen to reduce public expenditure. There are demands to
increase the diversity of students. Alongside these continuing imperatives
looms a crisis in the nature of knowledge for which universities previously
stood. Innovative responses are required, but the forms and magnitude of
the innovations go beyond what has been contemplated to date.

[11]

Nowhere was this more relevant than in the Irish situation at the commencement of
the new millennium. Evidence that this was so is clear from the plethora of studies
and reports on the higher education system published in the last ten years. [6,7].
The findings of some of these are referred to in chapter five. In the midst of the
changes proposed for the sector it seems appropriate to reconsider the relationship
between higher education and society and to question the role of the sector in and
for society as it is today.

The question which needs to be addressed relates to what should be the primary
purposes of the higher education process? In his analysis of the role of education
and education institutions (and of higher education in particular) Barnett examines
the relationship between education, knowledge and society. [12]. Rejecting a linear
relationship between the three he proposes a triangular structure with feedback and
feedforward loops operating along each side of the triangle
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Knowledge

A
Figure 3.1 Knowledge. Education, & Society
(after Barnett (14|)

In a critique of modem education, he deplores the rise of vocationalism as opposed
to that of vocation, which gives society the primacy in determining the purpose of
education. Similarly rejected is the pursuit of academic competence as outcome
since this leads to fragmentation with emphasis on strict ‘disciplinary
reinforcement coupled with technical specificity and general competences for
economic renewal’.

The move to education for ‘Capability’ [13] is welcomed as an advance on the
education for ‘Enterprise’ [14] but only as a step in the movement towards an
education for ‘critical’ thinking. The tme purpose of education is to develop the
capability for fruitful interaction with the total ‘lifeworld’ in the sense of Habermas
[15] - a life-world less determined and less stmctured than either the corporate or
academic worlds.

In a recent work edited by Bond and Garrick, Barnett reviews the relationship
between work and learning in what he describes as the current ‘age of
supercomplexity’ - in a world characterised by ‘contestability, challengeability,
uncertainty and unpredictability’, where ‘frameworks for comprehending the
world, for acting in it and for relating to each other are entirely problematic’ [16].
To survive and prosper within such an environment it is essential that work
becomes learning and learning becomes work.
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It is in making the distinction between complexity and supercomplexity that
Barnett identifies the challenge for higher education in the future. In the complex
world, ‘information overload arising from a diversity of sources’ makes more and
more options available and so make the decision making process more complex
and demanding. In such a world, professionalism is seen as the capacity to deal
with this complexity.

‘Supercomplexity exists at a different level in which different frameworks (my
italics) for understanding present themselves - frameworks which multiply and
which can conflict with each other’. [16]. Changes arising in the world defined by
supercomplexity can only be accommodated by changing the framework of
understanding in which scenarios are interpreted so that actions can be taken to
achieve desired goals. The challenge creating this ‘disjunction of framework’ is
precisely that which creates the learning opportunity - an opportunity which can
lead to a new understanding - provided that the appropriate preparation and support
to meet such challenge has been provided.

Given that such challenges can arise at any time and in any place, one is compelled
to reject the view of learning and work (or indeed living in a complex society) as
two distinct sets of activity.

In fact, the accelerating pace of global and local

change challenge the meaning of basic concepts - work, community, identity, self,
knowing and life itself, with consequent levels of insecurity and the need to
develop the confidence and capacity to cope with such fundamental change across
all lived experience.

Within the workplace, the necessity for the embedding of learning is even more
pointed, being driven by many additional forces external to work itself.

The

process of globalisation demands continuing adaptation and change and the
associated ongoing learning. A second dynamic is the emergence of regulatory
requirements at national and supranational levels, within which searching quality
systems arise. A third major dynamic inheres in the information revolution, the
changing forms of communication it generates and the changing forms of
understanding it demands.
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3.2

Learning in Work

As suggested above, it is through disjunction of frameworks of understanding that,
within the appropriate environment, profound learning can occur and give rise to a
new understanding at higher level. Given appropriate preparation such challenges
provide the essential opportunity for development and learning. In this
environment, a conclusion may be drawn that, invariably and automatically,
learning is embedded in work. This however need not always be the case. Routine
activities in the workplace, which can cloud the need for ongoing learning, exist
not only at lower levels, but also at senior levels where the responsibility for the
creation of a positive learning environment ultimately resides. As a consequence
workplace organisation can be such that learning is not only not promoted but in
fact may be obstructed.

However, even where learning is positively promoted - in the context of a true
learning organisation - significant barriers still remain to be overcome. In many
instances workers are not willing to conceive of themselves as learners [Bond; 17].
Even where they are, there is the desire to avoid what Hager describes as ‘the
existential anxiety of learning [Hager, 18]. Furthermore, learning itself demands
work and so is burdensome, since it generally presents personal as well as
intellectual challenges - especially so in the workplace. Here the admission of a
need to learn may be seen as the incapacity to perform work roles effectively, a
lack of self-reliance and unsuitability for progression/promotion. In addition to
imposing a workload of itself, learning can generate an additional (perceived) load
related to the degree to which it is externally demanded of the learner.

Nonetheless, in spite of these barriers it is essential to recognise that, in the
presence of irresistible dynamics, learning will have to become structurally
embedded in work. Failure to do so will inevitably result in organisations and
individuals ill equipped to survive in the modem workplace.

Beyond the

workplace, also, because change inheres stmcturally in current society, learning is
also structurally inescapable there.
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In his recent keynote paper presented in Glasgow, David Bond [17] reflects on the
changing relationship between work and learning suggesting that there have been
four broad stages in this developing relationship.
^Stage 1:

Work is learning

Stage 2:

Learning for its own sake

Stage 3:

Learning occurs for work

Stage 4:

Work and learning interact on many levels ’

Bond contends that we have currently reached Stage 4 where, increasingly,
•

governments promote education and learning in terms of its vocational,
professional and economic relevance,

•

many full-time, higher education students are also paid part-time workers

•

advancement within the workplace is often based on work-related learning
- gained both formally and informally.

This developing intersection between work and learning is demanding relocation
into the workplace of much of which was conducted previously within the
educational institution and, in parallel, an acceptance of much that occurs within
the workplace as ‘valuable’ in academic terms.

There is, consequently, an

increasing pressure, even in the traditional higher education sector, to include
•

work-based learning,

•

the development of identified key competences for the workplace

•

the assessment of these competencies using appropriate methods and
instruments.

Barnett is firmly in agreement that these views [Barnett 1999; 16]. While ‘learning
and work are not synonymous’, Barrett contends that they are strongly overlapping
concepts. In words of Paul Hager [18], ‘just as work can be demotivating, over
burdensome and sometimes threatening, so can learning -

particularly if the

learner is not supported through the process, both in personal and in resource terms.
Such a support framework is essential to overcome ‘the existential anxiety of
learning’ [Hager, 18]. It is one of the significant challenges for higher education
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therefore to engage with the workplace in the establishment of an environment
which promotes and supports learning of this form.

If a legitimate objective of higher education is to develop a full understanding of
the condition of current learners and so identify the key variables in the
establishment of an appropriate learning environment, it is necessary to work
within the intersection between the education institution and the workplace - or
more generally in the workplace/living space of the learner.

In the Irish context, that the higher education system has not moved rapidly enough
in this direction is evidenced in the various commentaries on the sector over recent
years.

The Skilbeck Report [6] urges the universities to ‘diversify study routes into
tertiary education’; to introduce ‘more systematic recognition for prior learning’,
‘joint (cross-sectoral) study’; further diversification of ‘curricula, teaching and
assessment procedures and the ‘development of on-line learning’. Furthermore, the
universities are challenged to demonstrate a ‘greater responsiveness to the rapidly
changing economic environment .. through outreach schemes.’

Finally, it is

suggested that ‘work and community experience’ should be included ‘as a normal
component of all degree programmes’ and that there should be a movement away
from the ‘examination-bound conventions of the ‘right answer’.

These issues are echoed in the more recent OECD Report [7] in the
recommendations that opportunities and support for part-time education should be
expanded and ‘continuing education should be mainstreamed’. The report notes
that ‘much more needs to be done to facilitate credit transfer and accumulation,
including the recognition of work experience and prior experience’.

It further

states that ‘workplace learning’ should be seen as ‘an important element of lifelong
learning’.

In its final report, the National Forum on the Workplace of the Future [19],
established by the Irish government to recommend on a national strategy for future
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development, highlights the need for ‘urgent measures to significantly increase the
takeup of lifelong learning by adults in the workplace’. Key findings for the areas
of education and training include the following
‘There is a clear needfor a new relationship between third-level institutions
and the workplace which would increase access to third-level education
and ongoing learning and which would recognise the portfolio of leering
and skills that have been acquired in the workplace
Development of the education sector should include mechanisms that
support flexible and targeted delivery by the universities and institutes of
technology of continuous learning programmes ’

[19]

To achieve these goals requires a thorough review of the learning process and the
adoption of related new approaches to the teaching process.
addressed in the next chapter.
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These issues are

Chapter 4 - Theoretical Considerations and Practical Implications

4.1 Pedagogy, andragogy and beyond
Accepting the need to reposition and refocus the contribution of higher education
in society and mirroring the movement quoted above through the process of
education for competence through education for capability to education for critical
reflection/creativity is a growing acceptance of the need for a more constructivist
[21] approach to learning and a parallel development in the models of the
associated teaching process.

As is the case in most philosophical standpoints, there are as many varieties of
constructivism as there are constructivists [20].

The form of constmctivism

promoted here resides more within the moderate rather than the radical wing. In
fact, it could be described as pragmatic social constructivism. It is pragmatic in the
sense that the models and methods proposed are designed to promote and facilitate
learning to meet the standards specified in the generic level descriptors of the
national framework of qualifications - as required for formal recognition for credits
and awards. On the other hand, the learning, teaching and assessment approaches
are based on active, collaborative processes grounded firmly in the socio-cultural
context of the learners. [21]

The formal education system has generally been based on the Lockean assumption,
which considers that the individual mind at birth is as a clean slate, while the world
is a ‘buzzing confusion’, and that concepts and causal relationships between events
are established by inference from the associations of stimuli [Emery, 22]. In this
approach the learning process has to be organised, the learners must be motivated
and the appropriate associations and generalisations must be made on behalf of the
learners. Consequently, the random life-world experiences of the individual were
seen as inadequate to provide a basis for learning.

Formality and disciplined

processes determined by curriculum, input limited to stimuli generated by the
teacher were the order of the day. The result was an education system promoting a
form of a pedagogic relationship between the teacher and learner in which the
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teacher largely determined both the process and the outcome.

The teacher

determined both what was to be learned and how this was to be taught.

The alternative view proposed by Heider is that individuals can ‘ make sense of the
world and generalise their particular perceptions, can conceptualise and can
perceive invariance [Emery & Trist, 23]. People therefore have the capacity to
learn through their lifetime (‘from cradle to grave’) from the full range of their life
experience (lifewide) and can be guided (educare) to the development of ideas
rather than be force-fed the wisdom of others. This approach sets the learner at the
centre of the process and leads inevitably to the ‘student-centred’ approach of
Rogers [24] based on five key hypotheses

•

We cannot teach another person directly: we can only facilitate learning;

•

People learn significantly only those things that they perceive as being
involved in the maintenance or enhancement of the structure of self;

•

Experience, which if assimilated would involve a change in the organisation
of self tends to be resisted through denial or distortion of symbolisation, and
the structure and organisation of self appear to become more rigid under
threat;

•

Experience which is perceived as inconsistent with the self can only be
assimilated if the current organisation of self is relaxed and expanded to
include it; and

•

The educational system which most effectively promotes significant
learning is one in which threat to the self, as learner, is reduced to a
minimum".

Emery comments further on "learning to learn" and on the concept of learning as
practiced in the institutions of learning current at the time:
"In learning to learn, we are learning to learn from our own perceptions;
learning to accept our own perceptions as a direct form of knowledge and
learning, to suspect forms of knowledge that advance themselves by
systematically discounting direct knowledge that people have in their lifesized range of things, events and processes".
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A major contribution to the paradigm shift from teacher-centred learning was made
by Argyris and Schon [25] in their concept of double loop feedback learning. This
involves the constant challenging of ‘theories in use’, values and assumptions
rather than the reactive response to problems as found in single loop learning. Long
[26] , in describing learner-managed activity describes learning as ‘an active
process in which individuals either seek out education and experiences or obtain
feedback and do evaluation as they move through life’s experiences.’ This is a
more comprehensive view than that of self-directed learning as defined by Knowles
[27] , in that it recognises the value of everyday, unorganised experiences informal learning - and the attendant process of reflection.

Similarly, action learning in the sense of Kemmis & McTaggart, 1988 [8], for
example, places emphasis on the refleetion and thereby on the associated double
loop learning processes. In all these instances the teacher takes a back seat and
becomes a learner like everyone else, enabling development as learners, devising
responses to new challenges and finding/defming new challenges to meet.

One of the most recent models to challenge traditional concepts of learning and
which looks at outcomes as well as process is that of Capability [28] (Stephenson
and Yorke, referred to above. Capable people are those who: know how to learn;
are creative; have a high degree of self-efficacy; can apply competencies in novel
as well as familiar situations; and can work well with others. As suggested above
when compared with competence, relating to knowledge and skills, capability
describes a more holistic attribute. To develop ‘capable people’ requires innovative
approaches to learning beyond those normally associated with pedagogy or
andragogy. Work-based learning [29] [30] (Graves, 1993; Hase, 1998) and contract
learning are two examples of processes designed to enable people to become
capable. These processes consequently focus on the need to learn how to learn and
are learner, rather than teaeher, centred [29]

Correspondingly, recent years have seen something of a paradigm shift in the
teaching process.

The distinction Knowles [27] made between how adults and
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children learn was an important landmark in teaching and learning practices.
Andragogy, and the principles of adult learning that were derived from it have
transformed face-to-face adult teaching. It can also provide a rationale for open
distance learning based on the notion of self-directedness. There are, however,
other developments taking place which, in going one step beyond andragogy,
identify a new set of principles and praetices that may have application across the
whole spectrum of the education and learning lifespan and may more fully address
the identified need to encompass informal as well as formal learning and to develop
critical/reflective/creative learners.

The move to a more exploratory view of the learning process is represented in the
recent development of heutagogy [32] as the study of self-determined learning and
which encapsulates the ideas represented by these new approaches to learning. It
also sharpens the challenge to the principles and practices, whieh still prevail in
teacher centred learning. It addresses the need to replace 'knowledge hoarding'
with 'knowledge sharing'. In this respect, heutagogy looks to the knowledge-based
future in which knowing how to learn will be a fundamental competence, given the
pace of innovation and the changing structure of communities and workplaces.

Heutagogy can take account of matters such as creation of value, the role of
intuition and concepts such as ‘double loop learning’ which are inherently
complex, non-linear and not necessarily susceptible to precise planning.

The

heutagogical approaeh can encompass informal learning, where the individual
person has not identified a learning need but only the potential to learn from each
novel experience as a matter of eourse, recognising the opportunity to act and
reflect on the action to see how it challenges, disconfirms or supports existing
values and assumptions. Heutagogy not only includes aspects of capability, via
action learning processes such as reflection and scanning as envisioned in Systems
Theory. It goes beyond the valuing of experience and interaction with others and
beyond problem solving. It endows the learner with the capaeity to act proactively
on the environment, to explore and learn from self-chosen and self-direeted action.
This is a recipe to move beyond the possible self-interest of the academic, beyond
the interests of dominant institutions and beyond the status quo within society.
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In the words of Hase and Kenyon [33]
‘heutagogical approaches to education and training emphasise the
humanness in human resources; the worth of self; capability; a systems
approach that recognises the system-environment interface; and learning
as opposed to teaching. Heutagogy addresses real issues about human
adaptation as we enter the new millennium.'’

These new models challenge our ways of thinking about learning and the learner
by: having teachers think more about process than content; enabling learners to
make sense of their world rather than make sense of the world of the teacher;
forcing us to move into the world of the learner; and enabling teachers to look
beyond their own specific discipline and favoured theories.

It is the strong contention of this report that the use of a heutagogical-type
approach conducted within authentic learning environments supported by
appropriate use of teaching and support methods, can best promote and provide
opportunities for the continuing learning of the learner. Further it is suggested that
the continuum from competence through capable to creative learners can best be
achieved by heutagogical approaches supported by deep and sustained partnership
models between educational institutions and the workplace. It is contentions such
as these that initiated and sustained the work reported in this dissertation.
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Figure 4.1 Models, Paradigms

4.2

Adult Learners in the Workplace

As will be evident from chapter one, the cohort of learners to be addressed in this
work consists, in the main, of mature adult learners actively engaged in the
workplace and/or in society at large. As such, their values, characteristics, needs
and life circumstances are significantly different from the so-called ‘conventional’
learners within higher education. Consequently, the selection of appropriate
theoretical models and the subsequent development of approaches and methods
must be firmly based on full consideration of these characteristics and needs.

Ultimately, the aim of the education process, more particularly at the level of
higher education must be to develop the autonomous learning capacity of the
learners so that they can actively seek new and unpredictable challenges within
their lifeworld, confident in the knowledge that they develop appropriate and
creative action to meet these challenges.

In an attempt to encompass these issues when dealing with mature adult learners
the following principles and associated practices are adduced to optimise the
learning environment.
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Learning is a process, which occurs inside the learner and is activated by
the learner.
No one teaches anyone anything of significance.
Learning is the discovery of personal meaning and relevance of ideas.
Learning (viewed as behavioural change) is a consequence of experience.
Learning is a co-operative and collaborative process.
Learning is an evolutionary process.
One of the richest resources for learning is the learner.
Learning is an emotional as well as an intellectual process.
The processes of learning and problem solving are highly unique and
individual.
•

Learning sometimes is a painful process.

In developing an ‘adult-friendly’ higher education provision the process of course
design should be advised by these principles through acceptance that;
The learner is a partner with the teacher/trainer in the learning process.
Learners are capable of taking responsibility for their own learning.
Learners gain through two-way communications.
Learners learn what they perceive to be useful in their life situations
Learners learn through reflection on their own experience and on that of
others.
Learner's attention span is a function of their interest in the experience.
Learners are most receptive to instruction, which is clearly related to the
problems they face daily.
Learners learn best when they are treated with respect.
Adults do not typically see themselves as learners.
Adults learn better in a climate, which is informal and personal.
Adults are more likely to use new learning when they have been involved in
assessing the need for learning.
Adults learn when they feel supported in experimenting with new ideas and
behaviours.

37

•

Adults are likely to have somewhat fixed points of view, which may make
them closed to new ways of thinking and behaving.

•

Adults learn to react to the status of other group members.

•

Adults are internally motivated to increase their effectiveness.

•

Adults filter their learning through their value systems.

These identify clearly the conditions which will facilitate the learning of mature
adults as follows^
•

Learning is facilitated in an atmosphere, which encourages people to be
active.

•

Learning is facilitated in an atmosphere, which promotes and facilitates the
individuals discovery of personal meaning and relevance.

•

Learning is facilitated in an atmosphere, which emphasises the uniquely
personal and subjective nature of learning,

•

Learning is facilitated in an atmosphere in which differences are seen to be
good and desirable.

•

Learning is facilitated in an atmosphere, which consistently recognises the
learners' right to make mistakes.

•

Learning is facilitated in an atmosphere, which tolerates ambiguity.

•

Learning is facilitated in an atmosphere in which evaluation is a co
operative process with emphasis on self-evaluation.

•

Learning is facilitated in an atmosphere, which encourages openness of self
rather than concealment.

•

Learning is facilitated in an atmosphere in which people are encouraged to
trust in themselves as well as in external sources.

•

4.3

Learning is facilitated in an atmosphere in which learners feel respected.

The ‘learned’ worker

Arising from the above and again focusing on the cohort of learners already
identified, a fundamental concept underpinning the approach to the education
process is seen as that of the ‘learned worker’. In this context the term worker is
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used as a convenient term to cover both the worker in the formal sense of paid or
voluntary formal employment and the citizen who ‘works’ within society using
their knowledge, know-how and competence to meet the daily and complex
challenges thrown up by their lifeworld.

The worker in this sense is seen as being learned as he/she is
•

Able to engage productively and satisfyingly with the ‘real world’ of lived
experience

•

Able to act and to learn with autonomy/independence

•

Willing to explore the living space for new (and sometimes unpredictable)
challenges, confident in the capacity to deal with them

The imperative on the education institution then is to create a learning
environment, which promotes this development and gives formal recognition to the
learning which accrues within it.

It is suggested that the most appropriate basis on which to achieve this is on the
concept of Situated Learning which has the characteristics of
Solving real-life problems
Ill-structured goals
Collaborative and interpersonal action
Presence of both relevant and relevant information
Significance of beliefs and values
Learners involved in finding and defining problems
[Young, 31]

A concomitant requirement is that of Authentic Teaching whereby students are
required to produce knowledge, ‘use disciplined inquiry to construct meaning and
aim their work towards production of discourse, products and performances to a
value or meaning beyond success in the classroom’. This in turn requires that
within the learning process, students be presented with Authentic Tasks^ which can
be viewed as having
•

Real world relevance
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•

Ill-definition
Task complexity and extension over time
Different perspective and different resources
Collaboration
Reflection
Cross disciplinarity
Integration of activity and assessment
Production of relatively complete product
Multiplicity of competing solutions and outcomes
[Herrington et al, 32]

If it is accepted that the ultimate purpose of education is to facilitate learners to
develop the competence, capacity and creativity to have meaningful interaction
with their living space and those who reside within it, a key measure of success
must be the authenticity of that learning as defined above. However, it cannot be
anticipated that the neophyte learner should have the capacity to deal with
authentic task in all their potential complexity. Phased preparation of the learner is
critical

In a recent paper on Authenticity [Der Thang and Hung, 2002, 34] introduced the
concept of the Authenticity-Generalisability (A-G) continuum, to indicate the
degree to which learning tasks replicate real-world tasks (Figure 4.1). Invoking this
concept, this report contends that, as learning develops, the degree of authenticity
can be varied to match the developing capacity of the learner.

In general terms then, pedagogical design could be viewed as manipulating the
learning environment along the A-G continuum so that the learning task remains
within the learners 'zone of proximal development’ [Vygotsky, 36], which itself
shifts as learning is achieved.
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Abstraction
—.........................................►

Transfer of situated knowledge
Generalisabilitv

Authenticity
Contextualisation
^-----------------

Application of abstract principles

Figure 4.1 The A-G Continuum (after Der-Thanq, Hung 2002)

The learner supports or scaffolding provided for the learner within the constructed
environment will then be selected in line with
Movement from G to A
Movement towards real-world
Increasing number of variables
Less defined scenarios
Increasing noise
More demand for collaboration
Less direct support

In the establishment of such a design process it will be necessary to have, on a
continuing basis, precise information on the level of learning achieved by the
individual learner, so the assessment of learning assumes a central role

It is

evident, of course, that to measure authentic learning, it is essential to apply
authentic assessment methodology - very much different from many of the
conventional assessment methods currently in vogue in higher education.
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4.4

A Quasi-Systems Approach

In order to consider how authenticity might be used in the design of learning
environments it is useful to take a quasi-systems approach to the learning design
process and to view authenticity as a controlled variable within it. (Figure 4.2) In
the design of the learning environment key issues then are
•

The degree of authenticity appropriate at a given time, at a given stage of
learning for a given task

•

The level of current learning which prepares the learner for the given task the zone of proximal learning

The process then becomes one of ‘scaffolding’ the learner on the basis of feedback
derived from ongoing measurement of the level of current learning achievement.
This of course requires the appropriate measurement of learning - within a process
of authentic assessment

Figure 4.2 A ‘quasi-systems’ approach

4.5

Authentic Assessment
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In a recent review of assessment methods in HE in the UK [Johnson and Elton,
2001, 36] the following are quoted
'If you want to change student learning then change the methods of
assessment’

[Brown et al, 1997, 37]

‘Something like 90% of a typical university degree depends on unseen,
time-constrained written examinations and tutor-marked essays and/or
reports ’

[Race, 2001,38]

If there is to be fruitful engagement between higher education, the workplace and
society at large, more appropriate assessment methods must be applied to measure
learning of the form described above.

This naturally leads to the concept of

Authentic Assessment - an approach to assessment which claims to
Reflect the real world - and have validity as a consequence
Accommodate multiple modes of expression
Measure and promote collaborative learning
Lend itself to constuctivist approaches
Operate at cognitive/metacognitive levels
Leads to increased learner motivation
Relate to attitudes and values

In viewing assessment as part of a feedback process, authenticity can be seen as
•

Contributing to ‘real world proximity’

•

Being a relative concept indicating the degree of divergence from the real
world

•

Breaking the distinction between learning and its assessment

•

Essential to both the learning activity itself and its assessment.As important
as validity, reliability, equity as essential characteristics of assessment
‘Authentic assessment presumes that students will produce something that
reflects not a narrow, compartmentalised repetition of what was presented
to them, but an integrated scholarship which connects their learning housed
in other disciplines and which is presented in a setting consistent with that
in which learning is likely to be most useful in the future.
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[Tanner 1997, 39]

In summary, authenticity can be seen as both a holistic and integrating
characteristic of a learning environment and an associated assessment process
which can be measured in terms of representativeness, directness, relevance

4.6

Authenticity and Learning Design

Building on the above view of authenticity, the design of the learning environment
can be considered as closed-loop process incorporating
•

Identification of the learning to be achieved

•

Selection of the assessment methods to be used in the feedback loop

•

Identification of the ‘proximal learning zone’ of the learner

•

Identification of the level of authenticity to be established so that learning
activities are undertaken within the proximal learning zone of the
learner.Establishment of the learning supports required for engagement in
the learning activity

Progress within the learning process can then be represented by the degree of
authenticity which can be accommodated as the learners proceeds towards the
capacity to engage with the real world of total authenticity.

In taking this ‘Systems’ approach to learning, authenticity can be seen as the
controlled variable to be manipulated in the design of the learning environment. .
A sine qua non for the use of this approach is the development and use of authentic
assessment methods - to provide the feedback basis on which to make appropriate
learning design decisions.

4.6

Assessment - the Instruments

A primary task in the establishment for any learning assessment process is the
decision to be made on the methods by which learning is recorded, evidenced and
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verified. Appropriate criteria and instruments must also be selected. It is contended
that, in the context of authentic learning and assessment, reflection on learning is
an essential cahacteristic of learning which must be assessed learning.

Only

through a reflective commentary by the learner on the learning achieved can it be
established whether the learner has progressed from competence to capability to
creativity. [Barnett, 1994, 12].

In the context of Higher Education - Workplace partnerships, it is also necessary
that the assessment methodology and instruments chosen have the capacity to
measure against criteria set by both academic and workplace standards.

In summary, the selection of appropriate assessment process is crucial for the
promotion and facilitation of learning for the real world. Accordingly, this matters
is addressed separately in chapter nine.
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Chapter Five - The Higher Education Environment in Ireland

5.1

Introduction

The system of higher education in Ireland is binary in nature consisting in the main
of twenty publicly funded institutions - seven of them being universities and
thirteen being institutes of technology. In addition there are a number of smaller
privately funded institutions but these compose only a very small segment of
provision.

The diversity of provision inherent within the system is seen as one of its strengths.
Particularly impressive is the
‘extent to which the institutes (of technology) see themselves as different
from the universities and the role they play in respect to the National
Spatial Strategy

in

encouraging local economic development,

in

encouraging wider participation through local catchment, their support for
apprenticeship and craft skill training and the provision of ladders of
opportunity through different educational levels, and in the applied nature
of their work ’
[OECD, 7]

The positive element of the institutes of technology (loT) sector of the availability
of a wide range of awards at a number of different levels is regarded as highly
significant in Ireland’s economic development.

‘The Irish case has demonstrated that a mass education system should
respond both to the diversity of interests, talents and inclinations of young
people but also to the demands of the labour market and the economy for a
range, rather than a single set of qualifications ’

[ibid]

In legal terms, the universities are governed by the Universities Act of 1997 [40]
and operate under the umbrella of the National University of Ireland. On the other
hand, the institutes of technology are governed by the Qualifications (Education
46

and Training Act) 1999 [41] which also established the National Qualifications
Authority of Ireland (NQAI).

These Acts set out the policy framework for higher education in Ireland which can
be summarised as follows; •

‘promotion of the responsiveness of higher education to the needs of society
and the economy

•

expansion of access to higher education for disadvantaged groups and
mature students
achieving standards of excellence in teaching and learning
expansion of research activity of international quality
achievement of quality procedures which are effective and transparent
adoption of lifelong learning as a planning motif in higher education
development of innovative models of course delivery using ICT resources
improvement of governance and accountability procedures within the
instiutions
promotion of higher education in addressing regional issues
engagement with the “Lisbon objectives’’ in the promotion of the role of
universities in the Europe of Knowledge
[Coolahan, 42]

The common understanding and commitment to the social and economic role of
higher education by the government and the institutions is grounded in the
partnership approach to the development and implementation of higher education
policy. The resulting increased number of graduates at a range of different levels
in recent years is seen as a highly significant factor in economic development. The
extent of this out put can be gauged from the following tables drawn from OECD
EAG. [43]

47

B

B

B

B

B

A

A

A

A

A

25-

35-

45-

55-

25-

25-

35-

45-

55-

25-

34

44

54

64

64

34

44
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Ireland

14

35

7

5

10

23

15

12

9

16

Denmark

6

6

5

4

5

23

24

25

18

23

France

17

12

9

6

12

19

11

10

9

12

Germany

8

11

11

10

10

13

15

14

11

13

Sweden

17

18

14

10

15

22

16

17

16

18

Switzerland

10

10

9

7

9

17

17

16

14

16

UK

8

9

8

7

8

23

18

18

13

19

US

9

10

10

7

9

31

29

30

26

29

OECD mean

9

8

7

5

8

19

16

14

11

16

EU mean

10

9

7

6

8

17

14

13

10

14

Type

Table 5.

Population that had attended tertiary education (2002)

Note: OECD divides higher education into two categories
Type A: ‘largely theoretically-based and designed to provide qualifications for
entry into advanced research programmes and professions with high skill
requirements ’
Degree programmes of the universities and institutes of technology fall into this
category.

Type B: ‘classified at the same level of competencies as type A ’ but ‘more
occupationally oriented and lead to direct labour market access’ ... ‘are typically
of shorter duration and do not lead directly to university level degrees ’
The sub-degree programmes of the institutes of technology are categorised as Type
B.
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A

A
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M+F

Males

Females

M+F

Males

Females

Ireland

18

17

18

39

34

43

Denmark

12

14

11

50

38

62

France

22

22

22

37

30

45

Germany

15

10

19

35

35

35

Type
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Sweden

6

6

6

75

59

92

Switzerland

14

16

12

35

37

32

UK

27

23

30

47

43

51

US

-

-

-

64

60

68

OECD mean

16

14

18

51

45

55

EU mean

12

12

14

49

42

53

Table 5.2

Net entry rates into tertiary education (2002)

However, demographic trends already alluded to above can put at risk the
continuing expansion of graduate numbers required to sustain the labour market
and to maintain economic growth.

The response to these trends is clearly recognised as lying in widening of the
participation rates in higher education and in the promotion and facilitation of
lifelong learning

The legislative and policy frameworks to allow this to proceed are generally in
place but the innovative action required to actualise the potential have generally not
been taken. Some initiatives have been taken by the higher education institutes
(HETs) in the areas of part-time and flexible programmes, but actions have been
far more conservatively pitched than could possibly have been attempted under
current legislation - particularly under the 1999 Qualifications Act to which this
report now turns.

5.2

Qualifications Act 1999 and the NQAI.

The Qualifications (Education and Training) Act, 1999 was enacted in July, 1999
and became fully operable in June 2001. The main objects of the Act are to:
•

establish and develop standards of knowledge, skill or competence;

•

promote the quality offurther education and training and higher education
and training;
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•

provide a system for co-ordinating and comparing education and training
awards and

•

promote and maintain procedures for access, transfer and progression.

The Act provided for the setting up of the National Qualifications Authority of
Ireland. The Authority was established on a statutory basis in February 2001. The
Authority has three principal objects which are set out in the Act:

•

the establishment and maintenance of a framework of qualifications
for the development, recognition and award of qualifications based
on standards of knowledge, skill or cojnpetence to be acquired by
learners;

•

the establishment and promotion of the inaintenance of the
standards of awards of the further and higher education and
training sector, other than in the existing universities;

•

the promotion and facilitation of access, transfer and progression
throughout the span of education and training provision.

The Act also provides for the establishment of the Further Education and Training
Awards Council and the Higher Education and Training Awards Council, as
independent bodies with their own functions, including the establishment of
policies and criteria for the making of awards, the validation of programmes, and
ensuring the implementation of procedures for access, transfer and progression
established by the Authority.

Specifically, the National Qualifications Authority of Ireland was given the
responsibility to

•

establish and maintain a national framework of qualifications

•

promote andfacilitate access, transfer and progression.

Being acutely aware of the substantial changes required to complete these tasks, the
Authority

adopted

‘a consultation-based

development process

to

enable

stakeholders to work through the changes involved and ensure that their interests
and views are taken into account in developing the framework’ [44]. This process,
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complex and pervasive as it had to be, was completed in a period of just over two
years giving rise to a new National Framework of Qualification (NFQ) for Ireland
[45]

It will be recalled that in 2001, the EQUATE report had signaled the need for such
a framework and had suggested that it might be based on a structure similar to the
of the Northern Ireland Credit Accumulation and Transfer Systems (NICATS) though recognising that NICATS was a credits framework as opposed to a
qualifications framework) [46].

The significance of the establishment of NFQ arises from the fact that such
frameworks are devices to support co-ordination, correspondence, coherence,
integration or harmonisation of alternative, sometimes competing, systems’ [47]
and effectively set the education environment for the development and delivery of
provision.

Different formats can exist for these frameworks. They may be fully
comprehensive encompassing all sectors including both education and training. On
the other hand, they may distinguish clearly between education and training and as
such could be described as sectoral. Equally they can be comprehensive in that
they cover all levels of award from foundation to doctoral or may be limited in that
they cover only specific sectors such as those of further and higher education.

The most significant work in the English-speaking world in relation to framework
development has taken place in Australia, New Zealand, South Africa and the
United Kingdom. While the basis of these frameworks is largely similar they are
all significantly different in practice.

Most of the continental European countries have systems which differentiate
clearly between education and training and so have established parallel frameworks
for the academic and vocational/professional sectors. This has created some degree
of inflexibility which can become a significant difficulty in relation to such matters
as transfer, access, progression and mobility.
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In the US a very distinctive system for education and training exists. The
framework

of qualification

there

has

developed

de facto

within

the

education/training ‘marketplace’. Qualifications in this jurisdiction therefore have
minimal public legal protection.

It was in this context that the decision was made that the NFQ for Ireland should be
comprehensive in all of the above senses. It would cover all levels of award from
foundation to doctoral and would encompass both education and training.

In international terms, the transnational oversight of qualifications has been
undertaken by a number of bodies. Most significant is the International Standard
Classification of Education (ISCED) of the United Nations Scientific and Cultural
Organisation (UNESCO), developed in the nineteen seventies ‘as an instrument
suitable for assembling compiling and presenting statistics of education both within
individual countries and internationally’ [48].

The ISCED system categorises

education as follows
•

pre-primary

•

primary - first stage of basic education

•

lower secondary - second stage of basic education

•

upper secondary

•

post secondary/non-tertiary

•

Tertiary stage one - not leading to an advanced research
qualification

•

Tertiary stage two - leading to an advanced research qualification

In European terms, the establishment of a Europe-wide framework for education
had, up to recently, not been addressed as this was deemed a matter for each
individual member state. In the area of training, however, the European Centre for
the Development of Vocational Training - CEDEFOP - was established and a five
level framework of training qualifications was developed as follows
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Level One: Professional initiation.

Limited theoretical knowledge and

practical capabilities. Training enabling the holder to perform relatively
simple work.

Level Two: Holder is qualified to engage in a specific activity with the
capacity to use relevant instruments and techniques.

Level Three: Holder is qualified to engage in technical work which can be
performed independently and can entail executive and coordination duties.

Level

Four:

Holder

is

qualified

to

undertake

design

and

management/administrative work. Mastery of the scientific bases of this
work is not required.

Level Five: As in Four above but requiring mastery of the relevant
scientific bases.

5.4

The National Framework of Qualifications

As indicated above, the Qualifications Act required the NQAI to establish and
maintain a framework of qualifications based on standards of knowledge, skill and
competence. Building on this, the Authority defined the national framework of
qualifications to be
“TVie single, nationally and internationally accepted entity, through which
all learning achievements may be measured and related to each other in a
coherent way and which defines the relationship between all education and
training awards."

In November 2001 the Authority published “Towards a National Framework of
Qualifications: A Discussion Document” which set the context for the development
of the framework of qualifications. This document formed the basis of a broad
consultative process ending with a National Forum in February 2002. This resulted
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in the publication in April 2002 of “Establishment of Policies and Criteria”, which
sets out the core policies and criteria adopted by the Authority for the development
of the national framework of qualifications. These encompass
•

vision and principles

•

process guidelines

•

a definition of knowledge, skill and competence

•

the basic architecture of the framework - design criteria and development
policies.

The development of the framework of qualifications is set in the context of a vision
for the recognition of learning and is in line with the broad national and European
policy of promoting a lifelong learning society.

The issue then arose regarding what fomi the framework would take and how it
would operate in practice. It had to be meaningful for all stakeholders, including
learners, employers and providers.

It had to provide all those involved with an

understanding of how one type of award fits relative to another. It had to facilitate
the availability of opportunities for access, transfer and progression.

Figure 5.1.

NFQ - the characteristics
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5.5

Levels and Level Descriptors

The Authority having determined that the framework will be based on levels, each
level has a specified level indicator. At each level in the framework there are a
number of award-types and each award-type has its own award-type descriptor. It
has been the responsibility of the Authority to develop these level indicators and
award-type descriptors. For each award-type a wide range of named awards have
been developed. It was the responsibility of the awarding bodies within further and
higher education to develop named awards.

The Authority has determined that the framework will consist of 10 levels. The
framework levels set out a range of standards of knowledge, skill and competence.
Eight sub-strands of knowledge skill and competence have been defined by the
Authority. These are set out in detail in the policies and criteria companion paper
published by the authority.

The sub-strands of knowledge, skill and competence have been used to generate
level indicators. Level indicators are broad descriptions of learning outcomes at a
given level, in terms of the eight sub-strands of knowledge, skill and competence.
The Authority has now determined a 10-Level grid of level indicators. The grid
shows how the outcomes in each of the eight sub-strands progress across the ten
levels. The level indicators set out in this grid are intended to enable the Authority
to place award-types at appropriate levels in the framework based on the mix of
learning outcomes they contain.

A brief summary of the outcomes is presented in Appendix B for those levels - six
to ten - which relate to higher education.

Also presented there are the level

descriptors for the putative European Area of Learning - the so-called Dublin
Descriptors developed as part of the extended Bologna process. Comparison of the
two descriptor sets will show clearly that the Qualifications Framework in Ireland
is deliberately anticipative of future developments relating to the European Area of
Education.
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The award titles determined by the Authority for the higher education sector are as
follows
Level Six

Higher Certificate

Level Seven Bachelor Degree
Level Eight

Honours Bachelor Degree

Level Nine

Masters Degree

Level Ten

Doctoral Degree

The normal duration for a notional full-time programme leading to the Higher
Certificate award is two years and that for the Bachelor degree is either three years
ab initio or one year add-on to the Higher Certificate. These are significant in that
they coincide with the European view of the first-cycle of higher education as
being of three-year duration leading to the award of a primary degree. As will be
seen later this had relevance to decisions made regarding the levels at which
accreditation was sought for programmes developed within the work reported here.

The Authority also determined that awards at levels 6 to 10, which lie within the
higher education sector, will be made by the Higher Education and Training
Awards Council (HETAC), the Dublin Institute of Technology and the universities.
Latterly, authority to make awards has been delegated to specific institutes of
technology by HETAC subsequent to evaluation of policies, procedures, provision
and resources of the institutes by an international review panel. This again has
significance for work reported later.

In summary, the Qualifications Act itself and the education environment
established by NQAI since its inception has led to the potential for according parity
of esteem to all forms of learning, for the integration of education and training at
appropriate levels and has provided fertile ground on which the seeds of education
innovation can be sown. NQAI has enabled profound change in a very short period
of time and has done so in a collaborative process during which each step in the
development was open for discussion with the full range of stakeholders thereby
ensuring that, currently, there is little or no dissension from the outcomes of their
work.
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Some concern has been expressed regarding the suitability of a competence-led
framework for awards in the higher education sector because of the somewhat
flawed pedigree of some of the attempts to build such systems in other jurisdictions
and lack of success in integrating academic education and professional training.
However, the definition of competence used by NQAI can be interpreted in a way
which in fact extend along the continuum
Competence (as defined in limited form) to capability to creativity.

This is discussed fully in chapter nine, where significant issues in the development
of innovative responses to identified education/training needs are isolated and
discussed.
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Chapter Six -Models and Methods

6.1

Introduction

In developing a programme for innovative action, the themes and categories
identified in Chapter One are revisited and are combined with the conditions
promoted for optimising adult learning, in the context of the theoretical
underpinnings of chapter four to address the issues highlighted in chapter within
the higher education environment in Ireland and the potential for innovation in it as
outlined in Chapter five.

The above stated issues, identified in the period leading up to 2001, resonate very
closely with the findings and recommendations emanating from a series of
significant studies of the higher education system in Ireland since then culminating
in the Report on the Forum on the Workplace of the Future - Working to Our
Advantage - A National Workplace Strategy. [19]. From these it is evident that
significant transformative work still needs to be done if the sector provision is to
meet fully the demands of the current fast developing knowledge based society.

In 2001, in an attempt to address the issues identified in the EQUATE report, a new
approach to the design, development and conduct of programmes of higher
education aimed at learners in the workplace/community was proposed in the form
of the PAL (Partnership for Accreditation and Learning) process. [49]

6.2

The PAL Process:

The PAL process defines a new approach to the design, conduct, accreditation and
evaluation of education/training programmes, which are tuned to meet workplace
requirements and which operate within the context of academic standards defined
by the requirements of National Qualifications frameworks.
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The process is one of sustained and deep partnership between an educational
institution and the workplace, for the design, development, delivery, support,
assessment, accreditation and evaluation of work-based programmes of education
and training, which have formal recognition and which articulate with ECTS - the
European Credit Transfer System.

The process generally consists of the following steps
•

An initial needs analysis is conducted by the workplace partner to identity
and define particular work roles - most significantly new roles arising from
the need for ongoing adaptation to meet new and global demands - for
which education/training and attendant certification/accreditation are
required.

•

Job specifications for this role are derived and specified by interdisciplinary
teams within the workplace. The educational partner has a ‘watching brief
in relation to this process, providing information on issues such as the
potential for and the levels of accreditation possible, the timescales
involved and the existence of cognate programmes which have already been
accredited in the sector. The net outcome is a set of workplace standards for
the undertaking the particular role in question.

•

Next, the set of competencies required to complete the role to the specified
workplace standards is determined.

These competencies are stated in

workplace terms and can serve as guidelines for operation within the role
and for the identification of personnel to undertake it.

•

These competencies are presented to a course design team consisting of
representatives from the educational and workplace partners. . Here they are
reinterpreted by the educational partner to reflect academic standards as
stated in the format of the National Framework of Qualifications and
according to the definitions of knowledge, know-how and competences as
contained therein.
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•

The potential and the appropriate level(s) for accreditation within the
National Qualification Framework are identified from the depth and breadth
of the specified knowledge, know-how and competence. At this stage also
it is determined whether it is appropriate to seek accreditation for a
completely new programme or if the need can be accommodated by
additional elements grafted to an appropriate host programme which has
already been accredited.

•

In either case once a decision has been taken to pursue accreditation, the
general aims, objectives and broad curriculum of an education/training
programme designed to meet both the academic and workplace standards
are defined.

•

Within the curriculum, the learning outcomes of the individual subjects are
specified along with those of the integrating modules.

In this regard

extensive and appropriate provision for work-based learning is integrated
into the programme.

•

Course syllabi are developed by the course design team.

Learning

resources are sourced, adapted and/or developed as required.

•

Entry levels/prerequisites for the programme are specified.

In most

instances, given the nature of the potential learner cohort, many applicants
for the programme may not have the formal educational qualifications
commensurate with entry to programmes of higher education or may have
gained such qualification in the distant past with consequent lack of
currency of education qualifications. Consequently, specification of entry
requirement and the process for admission is designed to estimate the
capacity of the applicant in terms of having a ‘reasonable chance’ of
success on the programme. To ensure parity of treatment of applicants and
for transparency of the process a set of criteria for entry is established at the
appropriate level and the procedures for admission are defined.
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•

Invariably

programmes

designed

within

the

PAL

process

are

interdisciplinary in nature, address new topic areas for higher education and
contain a significant element of work-based learning.

Accordingly,

innovative and appropriate assessment methodologies

are

defined,

including provision for substantial assessment of work-based learning and
devolution of elements of the assessment process to the workplace partner.

•

As many of the participants in the programme can be expected to have
achieve considerable levels of learning prior to entry to the programme,
methods and instruments for the recording and verification of prior learning
- formal, non-formal and informal - are developed so that formal
recognition and award of credits can be provided for experienced personnel

•

Given the characteristics and circumstances of the potential learners,
flexibility in delivery and support is essential, so that open, distance and
eleaming approaches are investigated for integration as normal features of
the programme.

•

Generally, assessment methods and instmments are based on learning
presented in the form of a learning portfolio.

As far as possible, no

conventional, time-limited, written, summative examinations are considered
unsuitable for assessment as these are deemed inappropriate for adult
learners and for the form of learning promoted by the PAL process in the
workplace.

•

Teaching and learning methods specified for the programmes are firmly
based on the principles and practices of adult learning and are generally
designed to promote learner autonomy and the capacity for lifelong
development.

[50]
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6.3

The Vertical Sandwich.

In developing a provision designed to prepare the graduate for a more meaningful
and more immediate contribution to the workplace/community, reference must be
made to the development of the ‘sandwich’ type programme of higher education in
which work placement is integrated as an assessed element - most often on a
pass/fail basis.

Traditionally, the sandwich programme structure consists of a

period within the formal education institution (theory and some practical), followed
by a period in the workplace (application), followed again by a period within the
education institution. . Viewing the structure in diagrammatic form, it appears as in
Figure 6.1.

In this illustration, the programme elements are differentiated

horizontally and, for the present purpose this structuring is termed the ‘horizontal
sandwich’ programme. [51].

The programmes designed by the PAL process, however, have a fundamentally
different structure. In this case the ‘placement ‘ element can be interpreted as the
normal, everyday work/life experience of the learner. This provides the ongoing
leaning environment in which the course programme is ‘delivered’. The role of the
educational institute then becomes that of facilitating and supporting the learning
within this environment so that the learning resources and support ‘wrap around’
the learning environment. The situation is depicted in Figure 6.2, which represents
a rotation of the horizontal sandwich of Figure 6.1 through ninety degrees giving a
vertical structure - hence the ‘Vertical Sandwich’ as outcome of the PAL process.
This alternative structure rests on the concepts of work-based learning, just-in time
access to resources, self-directed situated learning and learner centring, where
theory, learning resources and support ‘wrap around’ the day-to-day life/work
activities of the learner.
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Sandwiches

Educational Institution
(Theory & Practical)

Learning resources.
support

Learning resources.
support

Work Placement
(Application)
Educational Institution
(Theory & Practical)
Life/work
Activity

Figure 6.1 Traditional/Horizontal Sandwich

6.4

Figure 6.2 Vertical Sandwich

Issues to be addressed.

Concepts like the PAL process and the Vertical Sandwich are relatively easily
derived and may give what might be considered as a trite representation of an
idealised situation - unless they give direction for action and are tested by
implementation.

For those next steps to be taken a number of critical and

potentially difficult issues need to be addressed. These are reviewed below and
methods adopted for addressing them are presented in Chapter Seven.
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Chapter Seven - Issues and Actions

7.1

Introduction

Using the PAL process and Vertical Sandwich of the previous chapter as a template
for developing elements of future higher education provision it was clear that a
number of significant issues arise relating to the preparedness of both the academic
and workplace partners and of the environment in which they mutually work, to
accommodate the models and methods proposed. The issues implied deep and
sustainable change within policies and practices - particularly for the education
partner.

The process of identifying, promoting and accommodating these changes is now
reviewed in relation to the individual elements and models of chapter six.

7.2

Partnership

Partnership is a process which is well understood and well respected in Ireland.
The concept of partnership between education institutions and the external world of
the workplace/community, consequently, should not be difficult to promote. This
is particularly so in the loTs where engagement with external partners has been and
is central to the mission and remit of the sector. However, with regard to the PAL
process, it is the extent, depth and sustainability of the partnership involved that
can give rise to difficulty. There are a number of contentious elements for the
academic partner here.

First, there is the allocation of the lead role in the

identification of needs to the external partner. Second, there is the granting to the
external partner of a significant role in academic management of course
programme. Finally, there is the devolution of part of the responsibility for learner
development

and

assessment

and
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programme

evaluation

to

the

workplace/community partner - with all that ostensibly implies for academic
standards and for the central role of the academic in the teaching/leaming process.

Even in an educational sector where partnership has a good track record and in an
institution with an acknowledged history of involvement with the external world,
these elements need carefully to be addressed. In the development of innovative
interventions to meet the needs of the external world, sustainable partnerships
cannot be imposed on unwilling actors.

They can be forged only with those

academic departments which are willing and able to participate fully as the
‘academic anchor’ within the PAL process. This is most often down to the values,
attitude and commitment of individual academic leaders within departments who,
in effect, become the champions of the process - ensuring success in the first
instance and dissemination and embedding of it into mainstream subsequently.

Another potential difficulty for the academic partner, also relating to sustainability,
is the ceding of a significant course management role to the external partner in
perpetuity - or at least as long as the course programme survives

Identification of potential champions within relevant academic departments and
establishment over time of a trusting relationship is therefore a key factor in the
success of PAL course development.

To understand the degree of involvement required of (and the associated level of
authority granted to) the external partner, it is opportune to note the arrangement
for course management within the loT sector. The academic management of
courses within CIT is the responsibility of the Academic Course Board.

The

Course Board, which operates within the Academic Quality System of the Institute
reports to the Academic Council of the institute and has responsibility for the
monitoring and maintenance of standards within course programmes
I
In the case of courses operating within the PAL process, the composition of the
Course board is set at fifty percent from each partner - with the external partner
having the power and responsibility to nominate its own representatives.
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The

Board also contains student representatives from each year of the course and is
chaired by the head of the relevant academic department.

As will be seen in

chapter eight, if and when additional external partners are included, the practice has
been to require them also to appoint representatives to the course board, within the
constraint of maintaining the fifty-fifty intemal/extemal balance.

7.3

Academic-Workplace Cultural Disparities

Much has been written about the establishment of the academic-workplace
partnership with respect, particularly, to the lack of understanding within each
partner of the environment within which the other works. From the point of view
of the workplace, there is immediacy of demand which is driven by the external
dynamics, often global, of the market-place. There can also be the need to meet
ever-stricter regulatory conditions, which increasingly are focussing on the audit of
the competence levels of workplace personnel. Ultimately, in relation to education
and training there can be the primacy of profit over individual human resource
development.

Arising generally from these dynamics is a view within the

workplace of the higher education sector as being overly hierarchical, bureaucratic
and with timelines which are unacceptably lengthy. Academics can be seen as
remote from real-world pressures and overly bound by disciplinary strictures.

In contrast, the academic view of the workplace is that of being driven solely by
the profit motive, having no real respect for academic disciplines, demanding short
term gain as opposed to long-term worker development and some disregard for
academic standards and rigour.

These differences can be amplified substantially by the process of accreditation
which, generally, is multi-stage in nature and can involve evaluation panels
containing members from the academic community who, themselves, have many
(or all) of the concerns quoted above. These disparities can give rise to confusion,
tension and, at worst, breakdown of the partnership. As such they must be raised
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and addressed at the outset of the process to ensure that the partnership can be
sustained in the long term.

7.4

A Competence Based Provision

Further difficulty can arise within the academic community in relation to the
competence-led nature of provision of the PAL process. While in many developed
countries

the

competency-based

approach

to

professional/vocational

education/training based on occupational competency standards is that favoured, it
has not generally gained acceptance within the academic world. Most often the
approach has been rejected on the grounds that it is reductionist in nature and leads
to overly behaviourist models and practice in teaching and learning

Proponents of the competency-based approach suggest that it can bring clarity of
purpose and relative certainty in specifying the standards or criteria which need to
be achieved, greater guidance for the teaching/leaming process and more
transparent criteria by which to measure what has been achieved. On the other
hand, critics of the approach suggest that the attempt to construct unambiguous
outcomes for learning is an inappropriate attempt to make

simple what is

fundamentally and essentially complex. All education and training, in their view
needs to allow for the unexpected outcomes of the creative learner. The outcomes
of the learning process should not be predetermined and prescribed to such an
extent that severe limits are placed on what might be achieved.This indeed is a
valid concern but, it is suggested here, that it can be

addressed by a

reconceptualisation of what competency means.

That such a re-evaluation of a competency approach should be undertaken is
undeniable. Firstly, the desire within education to make the complex more simple
(but never simplistic), at least at the outset of the learning process, continues to be
fundamental. The inherent complexity, even supercomplexity, of modem society
can produce deep anxiety within learners. The degree of certainty associated with
the specification of learning outcomes can help to allay some of that anxiety and
help the less confident learner enter, or re-enter, the learning process.
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The

education process itself can also be seen to have greater relevance to society and to
the learner, as it can be perceived to address more directly the issues of concern at
both individual and community levels.

Finally, there have been considerable

advances in thinking about the nature of competency which relate to the collapse of
the old dichotomies between knowing and doing. This corresponds to the
emergence of a more ‘holistic’ or ‘integrated’ view of competency, in which it is
seen as a more complex concept, bringing together personal values and attributes
and the different contexts in which they are applied, within one conceptual
framework.

This more expansive view can also promote a curriculum and learning framework
which links practice to theory in more coherent ways and contrary to old beliefs
that education which is practical is both different from and inferior to that which is
theoretical.

Competency standards and the learning based on them can be holistic in the sense
that they bring together a multitude of factors within the learning environment.
Firstly, combinations of values, attitudes and similar attributes are brought to bear
on the learning and performance of authentic tasks.

Secondly, these tasks

themselves are generally holistic and are most often interwoven with a host of
related tasks within the complex realm of authentic performance.

Another significant aspect of competency is its normative nature. To quote Gonczi
[52]

‘As practitioners engage in work they increase their understanding of their
culture and content of their occupation and of their workplace. As their
participation in work moves from being peripheral to becoming more
central,

they are

increasingly capable

of meshing this

cultural

understanding with their technical knowledge and their skills and attitudes.
This combination of attributes enables them to make increasingly informed
individual judgments about how they should act ’.

68

This integrated approach is supported by the learning theories promoting situated
learning in context, which reject the separation between knowing and doing and the
view that learning is an individual cognitive experience. In fact, ‘the capacity to
bring together knowledge, values attitudes and skills in the actual practice of an
occupation is the kernel of the integrated concept. [52]

Implications of the acceptance of this integrated approach are obvious. In line with
the approaches proposed above in chapter six is an emphasis on problem-based
curricula related uo authentic challenges deriving from work settings. Gonczi and
Tennant [1994, 53] suggest that, in addition to curricula based on solving problems
in real situations, curricula and the design of the learning process should based on
‘the ways in which experts tackle problems’.

For teachers as facilitators of learning, questions arise as to how experience can be
used by the learner to become ‘expert’. What are the factors within the learning
environment which promote this process and how can they be tuned for learner
development? The resonances with ‘staging’ or constructing progressive levels of
authenticity and selection of appropriate levels of scaffolding are clear.

Similarly, this integrated approach also has significant implications for assessment.
In a competency-based approach, ‘assessment takes on a more significant role,
becoming an integral part of the learning process as well as a means of evaluating
it’ [ 1991, 46]. Gonczi in promoting the competence based approach credits it with

‘Demystifying assessment by providing students with a clear picture of what
needs to be learnt: and
Breaking down the dichotomy between knowing and doing (otherwise
known as prepositional and procedural knowledge.'
[52]

Furthermore, he suggests the emergence of a holistic, performance-based approach
to assessment, should
•

be standards or criterion referenced;
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•

be direct or authentic;

•

be based on teachers or trainers judgement and

•

use multiple sources of evidence.

These matters are revisited in chapter nine which deals more comprehensively with
assessment matters. Suffice at present to say that the integrated approach is wholly
in accord with the intent of NFQ and with the approaches suggested by the PAL
process.

In relation to assessment, the dilemma with the limits ostensibly set for the nature
and extent of learning encompassed by defining competence in terms of
performance standards can readily be addressed.

Once the level of ‘satisfactory’

or ‘competent’ performance is set, this, in academic terms, can be established as
the level required for the award of a ‘pass’ grade. Deviation from or beyond that
level of performance can then be evaluated by expert assessors (sometimes referred
to as ‘connoisseurs’) drawn from the appropriate ‘community of practice’ for the
additional award of the ‘honours’ grade. This can also be used address the problem
whereby the workplace requirement for success as the achievement of the complete
range of the competences defined for a particular work role, is in conflict with the
academic standard, where success can be defined as meeting of as few as fifty
percent of the learning outcomes.

In the Irish situation, the difficulties with competence led provision are both
exacerbated and alleviated by the approach of NQAI.

Difficulty, in the first

instance, arises in the decision to establish the NFQ on a competence basis and to
promote this as a positive and significant element of the framework. This difficulty
arises primarily from the use of the word ‘competence’ which is susceptible to
interpretation in it’s behaviourist/reductionist sense. Inspection of the definition of
competence used in NFQ, however, shows that, combined with the interpretation
above of the assessment process, it not only allows for the learner to demonstrate
capability and/or creativity but it actually requires this.

This can be seen by

reference to the definitions, after NQAI, of knowledge, know-how and competence
within NFQ presented in Appendix B.
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7.5

Academic and Workplace Standards

Nowhere is the disparity between academic and workplace interpretation more
divergent than in the matter of specification of outcome in terms of academic and
workplace standards.

Experience has shown that, while this is a difficulty for

members of course design teams and course boards, it is even further amplified in
the case of work-based learners attempting to interpret the real learning
requirements for them to achieve academically stated learning goals. At all times,
within the PAL process, significant effort was deployed in establishing equivalence
between levels of learning to be achieved in both academic and workplace
parlance.

Guidance in this task was forthcoming from the Northern Ireland Credit
Accumulation & Transfer System (NICATS) Project. [46]. The objective of the
NICATS Project was to develop a single credit framework across Further
Education (FE) and Higher Education (HE). The project proposed a set of eight
different levels for post-16 education, stretching from entry to PhD levels. These
levels are defined by generic level descriptors and associated guidelines for
interpretation of the levels.

The interpretation is facilitated by specification of

standards in academic terms of knowledge, skills, problem solving and information
management,

and

in

accountability/autonomy.

workplace

terms

of process,

role,

function

and

The characteristics to be displayed by the learner in

academic and workplace terms were also outlined at each level to assist with
interpretation.
The outcomes of this efforts to cross the academic- workplace divide in respect of
these issues within the PAL process are best seem in relation to the equivalences
established for the bachelor degree in first-line management - a sample of which is
presented in Appendix C.
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7.6

Accreditation Process

Once decisions have been made regarding the competences to be achieved and the
associated aims, objectives and general format of the learning required to develop
them, the next matter to be addressed is that of the level or levels at which the
accreditation should be sought. Workplaee factors which influence this decision
include the expected role within the workplace, the responsibilities attaehing to it,
the level of reporting and associated relativities. Ultimately, of eourse, the level for
accreditation is determined by the range and depth of knowledge, know-how and
eompetence which attach to the specified role and, as such, is very mueh
determined by the advice and experience of the academic partner.

Tensions can arise, however, with the accreditation process itself and the timelines
associated with it. As indieated above, the process is a multi-stage one requiring
multiple engagements with expert evaluation panels within a timescale driven by
the awarding body. (Please see Appendix D). This may not be in accord with the
needs of the workplace partner where immediacy of outcome may be the primary
concern. Additional problems can arise where members of the evaluation panel
may not be familiar with PAL-type processes and may need information on their
nature and convincing of their appropriateness.

The issues raised here can be very serious ones and need to be addressed by the
academic partner at the outset of the process and to be revisited regularly by the
partnership as a whole. Some acceleration of the process is possible if priorities are
established at the beginning with the relevant awarding body. In many instanees it
may, in fact, be neither necessary nor appropriate to seek de novo aeereditation of
an entire course programme. Rather, identification of a suitable host programmes
which has already been accredited and the recognition of additional elective
modules or streams which can be ‘bolted-on ‘ to the programme can prove more
than sufficient to meet requirements.
significantly reduced.
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In this instance, timescales ean be

Recent developments within NFQ can also be invoked to alleviate these problems.
In the case of a number of institutes of technology (including CIT) authority for
making awards has been delegated. In these institutes accreditation timescales can
be further reduced where the work of the PAL process is seen to coincide with the
strategic priorities of the Institute. It is, of course, critical that all procedures are
properly conducted and academic standards fully met, not only in the interest of the
PAL process itself, but also that of the learner cohort, in terms of the credibility and
standing of the awards they will receive.

An additional and significant issue to be addressed at the accreditation stage also is
the potential progression route for successful learners of the proposed programme.
While it is desirable to provide progression within the host institute, it will not
always be feasible to do so. In this case tentative arrangements for progression
through other institutions are pursued by the partnership.

7.7

Specification of Entry Requirements

The issue of entry requirement to a PAL programme must be addressed with
particular regard to the characteristics of the potential learner cohort.

In the

majority of cases these will be mature, experienced adult learners, many of whom
will have little or no recent experience of formal higher education. The problem of
specifying appropriate criteria for admission for these learners to ‘ab initio ’ courses
is significant, but is considerably amplified for add-on courses at bachelor and
honours bachelor degree levels. The principle supporting such specification should
be that enunciated in chapter six as one of making an assessment as to whether an
applicant has a ‘reasonable prospect’ of success on the programme. It is essential
therefore that transparent criteria for entry are established and that guidelines for
adducing evidence of meeting these criteria are made available in understandable
form to potential applicants. The production of such evidence has clear resonance
with recording of learning for formal recognition and award in the form of a
learning portfolio and this is dealt with in the next section of this chapter.
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7.8

Recognition of Prior Learning

The need for the recognition of learning, whatever it genesis - formal, non-formal
or informal - is ultimately driven by the principle of equity. The demand for the
development of methodologies and instruments for this recognition reverberates
through a plethora of policy statements on education and training both nationally
and transnationally. [55].

Anticipating the need for such recognition, particularly in the context of PAL type
processes, considerable work has been undertaken by DEIS in the development of
policies and procedures for the Recognition of Prior Learning (RPL) within CIT
and in the broader arena (see Appendix E). To date, in excess of nine hundred
learners have been awarded credit for leaning gained prior to admission, through
the RPL provision operating in CIT, to courses recognised under NFQ.

This provision, developed by DEIS, is founded on the concept of the Teamed
worker’, referred to previously, and operates to meet a number of stated and long
standing standards.

These can be summarised a
•

Credit is awarded only for learning and not for experience.

•

Third level credit is awarded only for third-level learning.

•

Credit is only awarded for learning, which for a given subject has the
appropriate balance between theory and practice.

•

Determination of competence levels and corresponding awards of credit is
made by the appropriate subject experts.

•

Credit is appropriate to the academic context in which it is to be accepted.

•

Credit awards and the corresponding transcripts are monitored so that credit
is not given twice for the same learning.

•

Policies and procedures for assessment including those for appeals are in
the public domain.
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•

Fees charged relate to the costs of the process and not to the amount of
credit awarded.

•

Personnel involved - administrators, mentors and assessors - are trained
specifically for their tasks.

•

Assessment programmes are subjected to continuous monitoring, evaluation
and revision within the quality systems of the Institute

A number of models of the RPL process exist and these can be categorised as either
of the ‘general credit award’ or ‘specific credit award’ types. In the current context
only the award of specific credit is applied as this more readily meets the demand
for recognition within specific subjects or modules of programmes operating under
NFQ and which are specified in leaning outcome format.

It was clear also that the RPL policy and procedures should be capable of
recognising all forms of learning - as defined in the EU Memorandum on Lifelong
Learning and presented in Appendix F.

Within the RPL system, it was acknowledged that the award of credit only for
learning gained prior to entry as opposed to the award of credit and grades for
learning gained formally and assessed by so-called conventional methods was
inherently unfair to the ‘prior learner’. It was clear that the classification of an
award obtained by the prior learner should not be determined solely by
performance

on

the

learning gained and

assessed

conventionally.

Due

consideration should, also, be given to prior learning as this may be considerable
both in breadth and depth. It was decided therefore that the RPL system should
accommodate the award of both credit and grades for prior learning and that this
should apply at the award stage of a programme and at any stage where the results
contribute to the overall classification of the award.

Two further issues were addressed in the RPL system design process - the method
by which prior learning would be evidenced and verified and the support to be
made available for learners to identify and assemble this evidence.

75

7.9

Portfolio Methods

A primary characteristic of the method for presentation of learning was that it
should offer the most flexibility possible and this, along with some other
considerations, led to the decision to use the learning portfolio as the general
instrument for the stated purpose.

In the context of the current international

literature on the developing assessment methodologies, the learning portfolio was
also seen as the most appropriate and potentially most progressive in the context
both of the constructivist approach to teaching and learning and in meeting the
requirements for assessment of learning for and in the workplace.

The Learning Portfolio can generally be described as an instrument which records
evidence of an individuals or groups learning at a given point in time or over a
period of time. An essential feature of a portfolio is that it comprises a collection
of items rather than a single piece of work. In this respect it can be distinguished
from a dissertation or project report (although, of course, such items may be
included in a portfolio).

The learning portfolio can be used for a number of different and specific purposes.
For example it can be used
•

To complete a skills assessment

•

To identity learning gaps which need to be addressed

•

To record learning from informal sources as an initial confidence boost for
an individual who wishes to enter a formal learning process for the first
time

•

As means of recording the informal learning of an adult who wishes to
engage in ‘second-chance education

•

As a method for the admission of learners to a formal learning process on
the basis of their prior formal, non-formal and informal learning

•

As an instrument for the assessment of learning achieved formally, nonformally and informally for the award of credit and/or exemption
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•

As an instrument for the assessment of learning for the award of credits
and/or grades

•

Asa method for developing a curriculum vitae

•

Asa method for preparing an application for employment.

Within the education/training field - and particularly within the formal sector - the
term learning portfolio has been applied to the recording of the accumulated
evidence and its verification of the learning achieved in the context of an
Accreditation of Prior Learning APL-type process. As such the portfolio contains
the record of learning achieved up to a particular point in time e.g. the application
time for entry to a programme or for exemptions from elements of a programme.
This has to a large extent led to the concept of a learning portfolio as a static
instrument, which does not record progressive learning achievement and does not
promote learning in itself This more dynamic use of the portfolio as a potentially
progressive assessment tool is revisited later when the assessment as whole is
discussed.

7.10

Mentoring

The process of completing a learning portfolio is complex and learners generally
find it a difficult, particularly because of the reflection on and analysis of their own
experience which it involves. Even for those who have considerable experience in
the formal education system, the reflective process is alien - precisely because
formal education does not promote such activity.

In the instance of portfolio

preparation for the award of specific credit, not alone is an interrogation of
experience required to identify learning achieved, but this learning has also to be
assembled in relation to the learning outcomes of the subject or module in question.
The learning outcomes are generally written in a form which is unfamiliar to the
learner and so are difficult to interpret. All these difficulties imply that substantial
support must be made available to assist the learner in portfolio completion. To
this end, DEIS has developed a mentoring service available to both staff and
students to support the RPL process.
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A summary of the RPL policy and practice developed within CIT is shown in
Appendix E.

7.11

Assessment

In chapter four above, the significance of assessment in the teaching/leaming
process was underlined. Accepting this key role for assessment in the
determination of what is and what is not of importance and thereby in determining
the very nature of the way in which learning takes place, any attempt to innovate in
education/training must address, as a matter of priority, the nature of the
assessment methodology to be used and the instruments to be used in its
implementation. Where the objective is one of developing a learning environment
to meet real world needs, the significance of authenticity in assessment, which was
raised in chapter four, cannot be overstated. The issue of assessment is deemed to
be of such importance that it is treated separately in chapter nine.

However, before dealing with the complex issue of assessment, the nature of workbased learning and it’s integration into programmes of higher education are
explored, as these invariably constitute a significant element of the PAL courses.
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Chapter Eight - Workbased Learning

Introduction
Much has been written about the transition from the industrial to the post-industrial
knowledge society and its implication for the ‘generative’ or ‘anticipatory’ nature
of the learning required to undertake the accompanying iterative, parallel rather
than sequential processes, the collaborative work involved and to accommodate the
rapidity and associated complexity of change. Central here is the context in which
such learning is to take place. Vygotsky’s contribution in this regard is significant,
not alone highlighting the importance of context, but, also, the significance of the
direct influence of the learning process itself in establishing the learning capability
of the learner in terms of the ‘Zone of Proximal Development’. This concept is
singularly important in relation to the movement towards authenticity in learning
environments referred to previously. It leads, inevitably, to a shift from viewing the
learner as individual within the formal education environment, to the learner within
the social environment, with emphasis changing to leaming-in context - within the
working/living space.

Logically, the role of the workplace and its potential as a learning environment and
the conditions which facilitate it commend themselves for investigation.
Evidently, the workplace may be viewed as a site within which learning meriting
formal accreditation can arise, where knowledge can be created and shared, where
complex interactions and problem-solving can be undertaken and as an ‘organic
entity capable of learning and adaptation in its own right’. [Candy, 1998. 56]
Clearly, it is not appropriate to conceive of an education provision, even in higher
education, which does not attempt, in some meaningful way, to integrate into its
programmes for mature learners, the learning achieved in the modem workplace
and to give formal recognition to it.

Matthews and Candy [1998. 57] propose five principles for action to move in this
direction and which can be interpreted as follows
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Learners must be considered as purposeful individuals who flourish in
working environments which provide opportunity for continual learning
and promotes autonomous learning capability.
Individuals should be viewed in their social context, shaping and being
shaped by their work and life circumstances and bringing with them into
their various contexts a substantial amount of experience and insight which
help them to engage productively with the rapidly changing world
Learning takes place within communities of practice where knowledge is
shared, alliances formed and new knowledge and practice developed.
Organisations themselves can be viewed as organic and dynamic entities as
learning organisations fostering learning at individual and community
levels.
The knowledge society requires collaborative practices inviting all
participants to contribute actively to the processes of knowledge sharing
and creation.

8.2

Workplace Learning - the practice

The more conventional manifestations of learning in the workplace associated with
formally recognised academic programmes are professional placements and
learning contracts, usually sited discretely within horizontal sandwich course
structures and are governed by conventional understandings about academic
knowledge and learning. They generally reside in programmes dominated by the
familiar teaching and learning practices. Furthermore, in these cases, it is generally
the case that the power or right of deciding the scope of such workbased learning
still resides with the academic institutions.

The final arbitration as to what is

appropriate learning lies in the hands of the academic and the discipline within
which the programme operates. Such cannot be the case with programmes which
truly meet the needs of workplace learners and in which work-based learning is to
be an integral and pervasive element.
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8.3

Characteristics of work-based learning

As Boud and Solomon assert:
In work-based learning, the structural arrangements, as well as the
sequence of learning episodes, begin with the learners and their
workplaces, and end with the university.

Academics involved in work-

based learning no longer have the sole right to decide what is to be learnt
or how it is to be learnt.

The accountability is no longer self-referential

but extends into the boundaries of the workplace.

[11]

The models and methods proposed in this report are more reflective of the origins
and characteristics of work-based learning. They recognise the political pressure
for the increasing legitimisation of learning (and knowledge) outside the academic
institution and the relocation of the institution in relation to the external world.
This recognises, as well, the general vocationalisation of undergraduate and
postgraduate programmes, which in turn gives legitimacy to contextual and
experiential learning [Symes and McIntyre 2000. 58].

These dynamics can be

seen as a consequence of the linkage demanded between education and the
economy by governments keen to promote ‘intervention either to improve the value
of human capital or to bolster the knowledge economy’.

As a consequence,
‘the primary point of departure is not a conventional area of knowledge or
learning but rather work, the workplace and the learner’. Subject units are
subordinate to the programme of work.

This is in contrast to more

conventional university courses, which begin with the university and its
conceptions of what is legitimate knowledge, before moving to the
workplace and the learner

[58]

There is also, of course, a danger inherent in this process - that of the relegation of
‘vocation’ to that of total vocationalisation of higher education, referred to
previously.
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The required counterbalance can only be provided within the context of the
partnership models proposed in chapter six to govern the different academicworkplace relationships through which the programme and curriculum can unfold.
A difficulty arises in that the use of the word ‘partnership’, in its fullest meaning of
partnership with both the external world and with students, is generally not part of
the conventional discourse of higher education learning.

These discourses are

more redolent of a kind of unilateral control by the academy which is ‘symptomatic
of a model of learning that is hierarchical and authoritarian’. By contrast, the
‘partnership’ discourse implemented in relation to this work implies a more
equitable and collaborative decision-making process. [Heron 1998. 59].

The shift to a more democratic model of higher education is not without its
tensions. The collaborative processes and shared responsibility involved in the
decisions as to what constitutes legitimate knowledge and the means for the co
production of this knowledge involve many layers of politics and contested power
relations. [Garrick and Kirkpatrick. 1998. 60]. As an example, while academics
may acknowledge that the development of critical thinking within the reflective
practitioner in the context of cunent society should be a central feature of a
learning programme aimed at the contemporary workplace, this may not be seen as
central by the workplace partners.

Furthermore, the workplace supervisor will

inevitably be more interested in the current competence levels of the individual
rather the creation of learning arrangements to promote the lifelong learning of the
workforce. In many instances, it is also difficult to convince the individual workers
to see themselves as continual learners in the workplace.

Difficulty within the academic domain arises from the cross-disciplinary nature of
work-based learning and the complexities arising from its assessment and
recognition within formal qualification frameworks.

This can be manifested in

different ways. At the practical level, it lies in efforts by many academics to give
priority to particular bodies of disciplinary knowledge in a way which is
inappropriate for work based learning programmes. At another level is acceptance
by the academic community of the significance of the relationship between the
mode of learning in work-based learning and the content of that learning. These
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issues must be addressed at the beginning of any partnership between higher
education and the workplace and consequently are placed at the initial stage of the
PAL process.

Early resolution of these issues, the consequent demand for flexibility in
programmes development, delivery and support, the required changes in the
discretionary practices of academics and the emerging complex power relationships
impact not only on course curriculum but also and, potentially, more significantly
on the supervening structures and arrangements at institutional levels.

The

implication here is that the PAL process can only be successfully undertaken in an
institutional organisation negotiated specifically to accommodate it and within an
educational framework which does not actively oppose it.

Before examining the implications for changing education practice in work-based
learning it is essential to consider the effect of the global spread of information and
communication technologies. The increasing speed of communication is such that
distance is now an almost irrelevant factor in disseminating information.

A

consequence is an enhanced distinction between what is perceived as knowledge
and information and the destruction of the notion that learning takes place only in
the classroom and that knowledge is produced only within the academy.
Previously, ‘knowledge’ as distinct from ‘know-how’ had only a minimal place in
workplace discourses. However, since knowledge has become connected to the
productivity and performance of employees and of the organization, ‘knowledge’
has developed a currency in workplace practices and language [Gee et al. 1996.
61]. Indeed, in the contemporary workplace, knowledge has an internal place that
is connected to organizational capability, innovation and creativity, and it has also
a product to be produced and traded [McIntyre and Solomon 2000. 62]

8.4

Challenges of Work-based Learning

Bond and Solomon [13] suggest that challenges that work-based learning
practitioners are facing can be organised around three main areas. The first relates
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to equivalence - the significance which is attached to work-based learning in
meeting academic standards. The second area refers to the nature of pedagogical
practices that are central to the work-based learning experience.

The third

considers the challenges that these different learning experiences have on the
identity of the institutions, the academic and the learners themselves.

Within the work reported here, these challenges are addressed in the context of
developing equivalent workplace and academic standards, in the integration of
workplace learning in course curricula and the adoption of facilitation and support
processes to promote the integration of theory and practice to develop critical
thinking for autonomous learning and reflective practice.

As a consequence, serious challenges as set for both academic staff, learning
supporters in the workplace and for the learners themselves. For academic staff,
conceptual acceptance of knowledge that does not sit comfortably within
conventional course structures and within discrete disciplines can cause problems.
The associated learning and assessment practices also pose significant challenges
to academics.

When learning occurs outside the classroom and outside a

disciplinary area, where learning involves many different interpersonal and other
relationships, and where the nature of the learning experiences itself requires very
different teacher-learner relationships a very different and sometimes alien role is
created for the academic.

Academics are therefore facing the challenge of working with a curriculum that
requires them to deal with the complexities of converting work practices into
learning practices which have a legitimacy both inside the academy and outside it.
They are dealing with issues about the place of theory and critical reflection in an
instrumentally driven programme and the place of generic versus context-specific
learning.

But they are also confronting the new skills required for negotiating

learning with people who may have very different expectations of the relationship
with the institution and of the outcomes of the learning programme.
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At the same time, the burden work-based learning presents for the learner cannot
be underestimated. At first glance the benefits accruing from work-based learning
are very enticing. It purports to develop independent learning and the capability of
learners to select their own learning paths, to manage and timetable them, while
requiring minimal attendance at an educational institution. The relevance of the
learning gained is also clear and it provides an opportunity to gain formal
qualifications while engaged in everyday work and life practices. However, the
freedom so afforded can often presents its own challenges. The responsibility for
undertaking everyday activities within an education framework can prove a burden.
The expectation of what constitutes the learning process - possibly derived from
previous experience within the convention education system - is very often at odds
with the structure, content and demands of work-based learning. Very significantly
the self-assessment and reflective elements of work-based learning serve to identify
not only the learning gained but also the gaps in that learning which might be
required for the performance of particular roles. As such learners can find the
interrogation of their own work in the context of current theory and good practice
one for which they are ill prepared and so of considerable difficulty.

Experience within the work reported here indicates that a great deal of attention has
to be devoted to these issues, in the first instance by raising awareness of them
among all participants and in developing the capacity to deal with them in so far as
this is possible. For academic and support staff in the workplace, introduction to
the processes and development of the necessary facilitation, support and
assessment competencies within staff development programmes are essential and
this has been referred to in chapter seven. An extensive induction programme for
learners and potential learners is required to deal with the substantial challenges
they will meet. As will be seen in chapter ten, one of the ways in which this has
been addressed is in the integration into the course programme of an accredited
module, dealing with learning processes and study skills for the reflective
practitioners along with the process and practice of learning journal and learning
portfolio development.
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8.5

Work as Curriculum - Educational Implications

Where work-based learning inheres in the curriculum a number of particular
implications follow. First, course programmes must acknowledge the ‘situatedness
of the learner in the workplace’ and the characteristics and circumstances which
that, in turn, implies.

Second, programmes, particularly where a number of different workplace are
involved, must recognise and accept that a great range of differences will exist
between the learning context for the learners. These will include learner
characteristics such as different aspirations, different cultures and different levels
of knowledge (as can also be the case for mature students in conventional settings).
While these factors are found in conventional study as well, different workplaces
and living spaces place different demands on learners and afford differing cultures,
opportunities and environments for learning. Even within the same workplace very
different conditions can apply with different expectations and affordances for
learners.

Thirdly, programmes will need to be flexible, not only in relation to different
circumstances but, also, in relation to the changing demands of the workplace.
Unlike conventional programmes, work-based programmes need to have the
capacity to change on a regular basis.

This can create obvious difficulties for

programmes which have, or which seek, formal accreditation, where processes can
operate to slower dynamics than that demanded by the workplace.

Here again

compromise is the key. Course programmes can be relatively easily structured, by
design teams representing the academic and workplace interests, to encompass a
core curriculum, which is relatively stable over time, and electives or specialist
streams which can be updated on a regular basis. This has been the approach taken
within the PAL process and will be exemplified in the case studies of chapter ten.

Within the accreditation process the course curriculum will necessarily be
contested at many different levels. For the conventional disciplinary curriculum,
which tends to evolve gradually over time, the contestation is episodic as
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determined by re-accreditation processes. At these times, revisions, including the
integration of new knowledge, can comfortably take place in the presence of
authoritative discipline based sources. In the case of work-based learning, there
can be an absence of such authoritative sources and strong contestation can be
anticipated. Tensions, in regard to the nature of long-term and short-term learning
outcomes, assessment methodology, partial devolution of responsibility and
authority for setting academic standards to other than academic staff, all can be
guaranteed to create difficulties in the accreditation process. As will be seen from
chapter nine, anticipating these difficulties well in advance and addressing them
formally and openly in the course design process can ease some of the tension and
dilute some of the inevitable hostility to change.

Other issues related particularly to the nature of learning itself also need to be
addressed in the course development process. These (following Bond and Soloman
[11]) can be categorised as: Learning identified: Learning added: Learning
recognised: Learning equivalence.

Learning identified. This relates to the learning brought by the learner to the
programme. It sets the starting point for the learning process. This learning needs
to be identified for a number of different reasons.
admission level to the course programme.

It establishes the formal

It identifies those elements of the

programme which can be exempted and which must be undertaken. It helps to
develop the critical reflective capacity of the learner in the interrogation of previous
experience for evidence of learning and the documentation of that evidence in the
context of the learning programme. Within the PAL scheme this is addressed in
the learning portfolio building process originally designed for formal recognition of
prior learning.

Learning added. This refers to the new learning to be gained in the context of the
work-based elements. In the first instance this is composed of the induction of the
participant into the appropriate learning environment and processes. It covers, also,
the planning and management of the learning tasks to be taken, the supervision,
support and learning resources to be made available and the methods for recording
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and verification of the learning gained. These are comprehended within the PAL
scheme by the development and monitoring of a learning agreement through a
collaborative process including learner, supervisor and relevant academic staff The
negotiation, planning and identification of future learning needs and the joint
assessment processes involved are seen as critical elements in the development of
critical reflective capacity on behalf of all participants and of the lifelong learning
capacities of the learner in particular.

Learning recognized. There are effectively two dimensions at play here. Firstly,
there is the learning, which through reflection and review, the learners can
recognise for themselves.

This is essential in order to be able to differentiate

between experience and the learning gained from that experience. Secondly, there
is the formal recording of the learning gained and the development of assessment
methods and instruments to give due and formal recognition to that learning.

Learning equivalence. This relates to the outcome of the measurement of learning
achieved with the assessment process referred to above. It revolves around the
articulation and negotiation of the formal value given to the learning achieved and
measurement against the academic standards which deteiTnine the level and extent
of credit to be awarded within the course programme operating under the extant
qualification framework.

The latter matters of assessment, accreditation and articulation with learning
outcomes and specified academic standards are seen to be of such significance that
they are treated separately in chapter nine.

The general guidelines for integrating a significant amount of work-based learning
into course programmes can be summarised as follows:
•

Establish work-based learning as a learning enterprise that, while
commonly undertaken at work, it is not identical to work.

•

Address the diverse range of knowledge and skills possessed by students at
the commencement of work-based learning.
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•

Locate the outcomes of work-based learning in a framework of levels and
standards of achievement.

•

Promote the development and negotiation of a programme of activities.

•

Support the ongoing learning of students in situ.

•

Encourage critical reflection throughout the programme.

•

Document learning in a form which can be assessed in terms of the
frameworks previously established.

The implementation of these guidelines is dealt with again in chapters ten and
eleven of this report.
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Chapter Nine - Assessment

9.1

Introduction

In chapter four, the significance of assessment for the teaching/leaming process
was first underlined.

Accepting that assessment has a key role to play in the

determination of what is seen as important and thereby in determining both the
content and nature of the learning process itself, any attempt to innovate in
education/training provision must address the nature of the assessment
methodology to be adopted and the instruments to be used within it.

Attempts to do so to date have not been entirely successful in the view of Robert
Linn, one of the US’s most eminent assessment experts who recently wrote:
‘As someone who has spent his entire career doing research, writing and
thinking about educational testing and assessnient issues, I would like to
conclude by summarizing a compelling case showing that the major uses of
tests for student and school accountability over the past 50 years have
improved education and student learning in dramatic ways. Unfortunately,
that is not my conclusion ’ [Linn 2000: 63]

In developing the capacity for provision tuned to real world needs, it was necessary
to explore new approaches to assessment and to adopt, adapt and/or develop
methods to measure learning which are in accord with such approaches. To justify,
the appropriateness of this it was necessary to anticipate and address the concerns
and potential concerns of those, primarily within the education community, who
would promote the more positivist approaches to assessment.

9.2

Positivist Approaches to Assessment.
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These derive from the positivist paradigm for the leaming/teaching process. The
emphasis for assessment within this paradigm is on objectivity, scientific method
and certainty. In the words of Huot ‘student ability .. is a fixed, consistent and
contextual human trait’ [64].

The role of the assessor then is to seek out that

objective or ideal grade which objectively describes the level of the learning which
is being measured.

Consequently, issues of validity and reliability become

paramount. The standard approach to these arises from personality and intelligence
testing and from psychometrics. This psychometric approach is ‘based on the
notion of an ideal which can be achieved only if one can reduce the errors’ [Brown
etal 1997: 37]

Reliability
To ensure reliability it is contended that the assessment should be
•

Objective

•

Accurate in terms of both the stability and sensitivity of the measurement
methods

•

Repeatable in terms of clarity and consistency from one case to another

•

Analytically sound in that results are entered correctly and correctly
analysed

There are many measures of reliability. A number of these are described by Black
et al. [65]
Stability: This is represented by the extent of the agreement in the results
obtained by the same assessment instrument applied to the same set of
learners on two different occasions.
Inter-assessor reliability: This relates to the degree of agreement between
the outcomes of the same assessment conducted by different assessors.
Intra-assessor reliability: This relates to the consistency of an assessor
when making assessment of the work of a range of learners.

Reliability is essentially concerned with consistency. As such it does not address
the issue of ‘fairness or ‘fitness for purpose’.

However, the fundamental

contention of the positivist position is that validity cannot exist in the absence of
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reliability - though, of course, reliability itself does not guarantee validity. In that
sense, reliability can be seen as a necessary but not sufficient condition for validity.

Validity
As indicated above validity is related to fitness for purpose and has many forms,
some of which are summarised below

Face validity refers to the degree to which an assessment method appears
to measure that which it purports to measure. This is important as it can
determine the level of acceptance of a method.

Consequential

validity

is

related

to

the

consequences

for

the

teaching/leaming process and the administrative support systems in terms
both of their nature and the extent of the load exerted on them.

Intrinsic validity refers to the degree to which an assessment task measures
learning against the

stated

learning outcomes

of a

programme.

Overemphasis on intrinsic validity can require over specification of learning
outcomes with an associated limitation and fragmentation of the learning
process.

Construct validity relates to the extent to which an assessment task
measures the learning of a hypothetical construct - which of itself is not
observable but can only be inferred from the observable effects of a
provoked behaviour.

Content validity indicates the extent to which the assessment covers a
representative sample of the content of a programme. This relates to the
degree of importance ascribed to the different elements of a course
programme.

Criterion validity refers to the degree of comparability of the set of results
obtained from an assessment task with those obtained from other
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assessments or those obtained with the same task with similar groups of
learners

Concurrent validity can been as a subset of criterion validity concerned
with the comparability of the results obtained with those of other
assessments of similar learners at approximately the same time.

Predictive validity is likewise a subset of criterion validity relating to the
accuracy with which the results obtained using a particular method can
predict the future performance of learners.

The matter of assessment validity is a complex one, further complicated by the fact
that a method which is judged to be valid in relation to one of the categories above
cannot be assumed to be valid in relation to the others. Many writers have also
alluded to the important difference between intrinsic validity and extrinsic validity
which relates to the appropriateness of the stated learning outcomes of programmes
in the first instance.

While the concepts of reliability and validity are both important for the design of
assessment methods, they are often in direct conflict - and most particularly when
viewed in the context of the learning promoted within the PAL environment.
‘The need for reliability pushes us towards certainty and simplicity, but
modern higher education curricula value complex, fuzzy achievement
exemplified by soft skill, autonomy, creativity, incremental self-theories,
interpersonal fluency etc. [66]
and
‘As far as determinate learning outcomes, such as learning recall, are
concerned, it is quite reasonable to plump for reliability because the pursuit
of reliability does not harm the thing which you are trying to assess ... But
where complex, ill-defined learning outcomes are concerned, putting
reliability first shatters validity in two ways.

First, the tests simplify

complexity and provide information about something quite different than
that which you think you are assessing.
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Secondly, because reliability is

associated with high-stakes assessments, students tend to engage with the
learning outcomes as simplified for assessment ’

[ibid]

Within the more complex authentic tasks difficulties rise with reliability, as these
require judgement for assessment - which, of course can give rise to inter- and
intra assessor inconsistency

Some of the more recent work on validity has emphasised the positive impact
assessment could have on the teaching/leaming process, on the extrinsic effects of
valid assessment and on the linking of assessment method with progressive
learning theories.

There is also compelling evidence within the literature [p34] that the high stakes,
summative assessment approach does not foster intellectual activities such as ‘
creativity; individuality of approach; encouraging students to find their own
purpose for learning; encouraging teachers and students to work together to
develop criteria and standards to develop their own work’ []. This has hastened the
search for more authentic ways in which to measure learning
‘The thesis driving authentic assessment is that complex social, intellectual
and rhetorical abilities cannot he validly measured through the radically
simplified instruments of standardised testing used in peculiar context of
the examination room ’

9.3

[67]

Post-positivist Approaches to Assessment

In view of the evident limitations of the positivist approach it is clear that a move
to a more interpretivist form of assessment practice is required. In this approach
‘truth is seen as a matter of consensus among informed and sophisticated
constructors, not of correspondence with an objective reality’. [Guba et al: 68]

(It should be noted here the use in some of the literature of the terms assessment
and evaluation interchangeably. In order to differentiate clearly between them,
assessment in this report is used in the sense of measuring the learning of
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individuals or groups, whereas evaluating is used in the context of measuring the
effectiveness of courses and programmes.)

Also, it is noted that key terms describing what has been called the post positive
approach to assessment are those of constuctivist, hermeneutic and interpretive all having their own particular significance and genesis but all sharing the central
view that ‘realities, especially social realities are seen as mental constructions or
interpretations rather than objective, absolute truths.’ [68].

Guidance for the selection of an appropriate framework for assessment within the
post-positivist realm can be found within the Guba and Lincoln’s Fourth
Generation/Constructivist approach to evaluation and assessment [69]. Applying
this approach to learning, assessment is seen as a judgement or worth consideration
converging on the intrinsic and extrinsic quality (applicability). Formative
assessment refers to the evaluation of a ‘developing evaluand’ while summative
assessment refers to evaluation of a ‘developed evaluand’

Certain basic assumptions pertain to constructive assessment as follows:
•

The ontological assumption is that of relativism

•

The epistemological assumption is that of transactional subjectivism

•

The methodological assumption is that of hermeneutical-dialecticism

Two phases can be identified are identified in the assessment process. First, the
‘discovery’ phase is that in which the evaluand - the learning to be assessed - is
identified and contextualised. Secondly, there is the assimilation phase where new
discoveries are incorporated into existing constructions. These two phases are
necessary so that the developed constructions will fit (comprehend new
discoveries); will work (measure what it is supposed to); demonstrate relevance
and exhibit modifiability.

The steps in the establishment of the assessment process are then clear
•

Identify the full range of stakeholders
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•

Establish the contractions of the stakeholders regarding the learning to be
assessed arising from their claims, concerns and issues.

•

Establish a context and methodology for discussion and critique of these

•

Generate consensus as far as possible on items which are then consigned for
action

•

Prepare an agenda for negotiation of the competing constructions

•

Assemble the relevant information for the negotiation process

•

Create and mediate a fomm for negotiation. The process continues until a
consensus and an action report is produced

•

Recycle the process for review.

Other criteria proposed for evaluating the quality of the assessment process are the
‘parallel criteria’ arising, in the main, from positivist assumptions:

•

Credibility - similar to intrinsic validity

•

Transferability - similar to extrinsic validity

•

Dependability - similar to reliability

•

Comfirmabilty - similar to objectivity

and the ‘authenticity criteria’ arising from constructivist assumptions

•

Fairness - the degree to which all construction have been encompassed

•

Ontological authenticity - the degree to which the constructions have
become informed and sophisticated

•

Educative authenticity - the degree to which stakeholders have become
more understanding of the constructions of others

•

Catalytic authenticity - the degree to which action is stimulated and
facilitated

•

Tactical authenticity - the degree to which individuals are empowered to
take the identified actions
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Two other factors are quoted as being significant for the quality of the outcomes of
this process.

The negotiation and review involved make it unlikely that any

elements of importance will be overlooked. Also, the assessor is forced to play two
roles that of an advocate of certain constructions and an educator of all
stakeholders. This inevitably requires that the assessor can adopt an appropriate
balance between the two roles.

Adopting the Guba and Lincoln [69] approach, assessment is seen as being socially
constructed in the dialogue between the assessor and the assessed so that all of the
stakeholders have the opportunity to state and defend their viewpoints. A
consequence of this approach is the acknowledgement that assessment is also a
‘socio-political’ process where context can be a significant modulating factor.
‘Social, cultural and political factor should not he viewed as unattractive
nuisances ...that threaten validity, but as integral and meaningful elements
of the process, without which the assessment process would be sterile,
useless and meaningless. ’

Accordingly, context is seen as a significant factor and over commitment to
scientific principle and objectivity has led to ‘context-stripping’ making it difficult
for assessors to agree in ‘context-stripped environments’ [Huot: 64]

The criteria and instruments to be used in assessment should also be open to
negotiation - negotiation to produce a responsive and constructivist process.
Responsiveness can be seen as close to the extrinsic validity referred to above, as it
involves negotiation with the full range of stakeholders - teachers, learners,
academic

administrators,

employers,

and

policy

makers.

Constructivism

additionally demands similar negotiation by assessors with their peers. The central
contention is that there is no one ideal objective grade that all should be attempting
to reach. Rather, all assessment is subjective, .’the task is to make the judgement
defensible and credible., a constructed reality that is as informed and sophisticated
as it can be made at a particular point in time’ [Wiggins 1995: 70]
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The view taken in the work reported here is that the assessment methodology
chosen is one which derives from a rational debate among the ‘interpretive
community’ which operates to produce not an entirely objective process but one
which can be described as a process of informed and guided subjectivity,
transparent and understandable to all stakeholders.

To help in this process reference can be made the review of how assessment can
best support learning conducted by Black and William [64]. Here they highlight the
importance of intrinsic motivation, confidence building, detailed and substantive
feedback, collaboration rather than competition and the need to encourage students’
metacognitive skills and the ability to monitor and direct their own learning. These
pressures for formative and developmental assessment, in line with learning theory,
have been coupled with demands for supposedly “new” and varied skills and
abilities (such as negotiating and team skills), together with renewed interest in
“old” skills (such as critical thinking) in higher education graduates and lifelong
learners [CVCP and DfTE 1998; 71]. An additional pressure is that the student
population has become increasingly diverse and requires more varied approaches to
teaching, learning, and assessment.

9.4

Assessment Methods and Instruments

While being committed to the constructivist approach, it is necessarily
circumscribed by pragmatic considerations associated with time, efficiency and
cost. In that context, the desirable characteristics of assessment [Chambers and
Classman: 1997] are of relevance
•

Face validity - as defined above

•

Efficient - resource demands are affordable.

•

Interpretability - how easy is it to understand what results mean useful

•

Non-reactivity - Assessments are best when they relate to authentic
performances, rather than to exceptional shows for the benefit of the
assessors.

98

•

Generalisability - Evaluation conclusions should be transportable from one
context to similar ones

•

Reliability

•

Validity

Equally it is essential, within an assessment scheme, that the disadvantages of the
high stakes summative assessment methods should be counterbalanced by a
formative process so as
•

To give credit for what has been done, with reference to the expected
standard.

•

To correct what is wrong thereby helping the student to avoid repeating the
error (hence merely saying that something is wrong is insufficient).

•

To encourage emancipation by alerting the student to possibilities which
they may not have hitherto discerned.

Also, formative assessment is inherently dialogic, since the student receives
ongoing feedback on their performance and may have the opportunity to engage
with teachers and assessors in face-to-face or online discussion on the process and
outcomes of the assessment

Convergence and divergence are suggested by Torrance and Pryor [2001: 73] as
issues to be considered in the selection of assessment methods. Convergent
assessments test whether students can fulfil pre-specified objectives, whereas
divergent assessments test students’ ability to succeed in more open-ended tasks.
As Bond [2000: 74] argues that a key purpose of higher education is to facilitate
the autonomy of learners in a world of lifelong learning, formative assessments
(and summative assessment) should contain a significant opportunity for
divergence.

Knight and Yorke [2003: 75] give very specific advice regarding the choice of
assessment methods.

They identify the key themes as validity, usefulness,

reliability, affordability. This leads to the following considerations for selection
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•

‘Look for coherence between module assessment methods and programme
specification.

•

Assume that good assessments come from good task sequences

•

Remember that one task can provide evidenced of several achievements,
although the evidence may not be direct.

•

Consider threshold or ‘ticket ’ approaches - complex learning tasks leading
to short, powerful assessment tasks.

•

provide low-stakes practice tasks before high-stakes ones

•

Reduce the scaffolding over the course of a module

•

Beware of assessment overload

•

Consider the economy of assessment

•

Try to see that low-stakes tasks and feedback do not get ‘lost ’

•

Make sure that you can explain to students what the assessment pattern is
and why it is like that ’

Accepting that the essential requirements have been identified, the next task within
the PAL process was the selection of the most appropriate assessment instruments
for the type of learning to be assessed - the fittest methods for purpose. To help in
this regard reference can be made to the list of assessment techniques - numbering
fifty-one - listed by Knight and Yorke [ibid] and presented in summary form as
Appendix I

It was determined on the basis of the above discussion that the assessment
framework to be used in the PAL programmes should
•

be comprehensive in that it should accommodate the vrios types of
knowledge, know-how and competence to be measured

•

derive from a more constuctivist view of the learning and assessment
process

•

cover all forms of learning - formal, non-formal and informal

•

accommodate the assessment of prior learning

•

contain both summative and formative elements
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•

be authentic in nature

•

accommodate negotiation

•

conform with extant academic quality sytems and contribute to their
development

•

be operable within resources

•

be susceptible to review and modification

Clearly it would be difficult to select ab initio a single method or even a set of
methods to encompass all of the above requirements.

The decision, as a

consequence, was to select the portfolio as the basis for the assessment process and
to accommodate, as far as possible, all of the above requirements within it. The
decision to do so was also based on pragmatic considerations in that, considerable
experience with portfolio methods already existed from the RPL process of the
institute and that the capacity to support, mentor and assess in this context had
already been developed.

9.5

Portfolios and assessment

As indicated above, at a basic level, a portfolio contains a collection of items for
assessment rather than a single piece of work. However, beyond this, portfolios
can take various forms, can have various purposes and so can contain different
types of materials. Moreover, the design, use and contents of portfolios reflect
different conceptions about the underlying aims of the curriculum.

Murphy [1994: 76] suggests that there are, in effect, three types of portfolios:.
•

In a behaviourist portfolio the focus is on development of discrete sub
skills, with feedback given until the skill is mastered

•

In a “structure of the disciplines” portfolio the focus is on “subject matter,
the way scholars and practitioners in the discipline understand its structure,
its predominant modes of inquiry and its fundamental concepts”
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•

In a cognitivist/constructivist portfolio, “Students engage in purposeful
activities requiring critical thinking skills, problem solving, decision
making and judgements”.

Murphy argues that this last type of portfolio also connects with experiential
learning where learning is related to each student’s own experience

In order to act as an active learning tool requiring analysis and review of the
contents by the student, David Baume [2001: 77] lists likely contents as
•

‘evidence of learning

•

Structuring of the evidence to meet learning requirements and the
labelling, signposting of the evidence for referencing purposes

•

“critical reflection or conwientary, written specifically for the portfolio
.. with the purpose of ‘contextualising the evidence ... making sense of
the evidence ’

Baume and Yorke [2002: 78] further suggest that:
...a portfolio typically includes evidence drawn from practice. Crucially, it
usually also contains reflective commentary ... in which the course
participant show how he/she has interrogated his/her experience and
related his/her practice and understandings to cognate evidence from the
literature and elsewhere. It is typically expected that the portfolio will he
scholarly, and that insights will go beyond a quotidian pragmatism to
connect with the relevant theoretical constructs

Paulson, Paulson and Meyer [1991: 79] and others have argued for the active
engagement of the learners in
•

‘establishing guidelines for what the contents should be

•

selecting materials for inclusion in the portfolio

•

establishing criteria for the assessment. ’

Thereby, as well as promoting reflection in the students, portfolios
•

‘become personal collections of educational experiences over a
period of time ’’
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•

provide a very active means whereby students can participate in
their own assessment

•

“provide a more equitable and sensitive portrait of what students
know, and are able to do, than do traditional assessments
[Snadden and Thomas, 1998: 80]

It is worthy of note here also that approaches to the assessment of learning
evidenced within portfolios may be either formative and/or summative.

The portfolio, viewed in this expansive way, facilitates a multi-dimensional
assessment regime and can accommodate input from a wide range of assessors by
incorporating judgement and comments of others.

Convinced of the appropriateness of the portfolio method for assessment in PAL
programme the next step was to consider the portfolio format in regard to both
structure and content. The elements within a portfolio are generally agreed to be
Evidence of learning
Structuring of that learning
Labelling of the learning
Critical reflection on the learning
Verification of the evidence
Supporting documentation or referencing to it
Signed declaration of veracity of the evidence

This is the preferred structure for the PAL programmes.

Guidance on the structure and purpose of portfolios by Baume 2001 [77]
•

‘Make the portfolio a vehicle for leaning as well as assessment

•

Make the portfolio structure simple

•

Describe the portfolio and the assessment with clarity for both
learners and assessors
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•

Brief and train the learners in portfolio construction and assessor in
portfolio assessment

•

Consider the reliability and validity of the assessment process after
each iteration of the process

•

Review and make necessary changes in the assessment process at
regular intervals ’

On this basis, the portfolio is defined as a labelled collection of the evidence of
learning structured to show compliance with the stated learning outcomes within an
accredited programmes, along with verification of that evidence, accompanied by
supporting documentation and containing a critical reflection on the learning which
contextualises it. The contents of the portfolio are confirmed with a signed
declaration by the learner of the veracity of the contents.

In many instances portfolios are assessed on a pass/fail basis - essentially for the
award of credit or exemption. In case of the current work, portfolios are used as
the major instrument for assessment, so the process must produce a judgement on
the learning achieved for the award of both credit and grade.

In addition to the promotion and serving of learning directly, portfolios are seen as
having the potential to:
•

engage learners in tasks which are central to the educational
process as perceived by theories of learning

•

encourage learners to take an active role in their own learning in
the shape offormative assessment

•

offer "authentic" assessment which, in tur,n is likely to provide
predictive information about how a student will perform after
moving beyond the assessment

•

allow assessment of a wide range of learning achievements,
providing detailed evidence of these which can inform teaching as
well as enablingformative assessment
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•

help learners develop reflective capacity which will in turn enable
them to continue learning after passing beyond the immediate
course

•

encourage learners to take an active role in their own assessment in
that they may be able to select which work goes in the portfolio

•

track learners ’ development over time

•

showcase learners ’ responses to a wide range of assignments'
[36]

Returning to the need for a hermeneutic approach, assessment of portfolio-recorded
learning should involve [36];
•

The holistic, integrative interpretations of the collected evidence to
measure the whole in the context of its parts.

•

The valuing context-bound knowledge regarding both the learners and the
assessment environment

•

The articulation and clarification of the values and judgements of the
assessors.

•

Grounding of these interpretations in a rational debate among the
community of interpreters

•

Interpretations accountable to others through a process of critical discussion

It is acknowledged that a move in the direction proposed above is neither simple
nor easy. Several conditions must be developed if the process is to succeed
As Guba and Lincoln [68] suggest, it requires:
•

‘A commitment from all parties to workfrom a position of integrity.

•

Minimal competence on the part of all parties to communicate.

•

A willingness on the part of all parties to share power.

•

A willingness on the part of all parties to change if they find the
negotiations persuasive.

•

A willingness on the part of all parties to reconsider their value
positions as appropriate.
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•

A willingness on the part of all parties to make the commitments of
time and energy that may be required in the process

Finally, in relation to the characteristics required of the assessment process, validity
can be related to:
•

The extent to which the portfolio covers the rage and depth of learning
specified within the learning outcomes

•

How far is the learning evidenced in excess of the minimum level stated

•

The authenticity of the learning portrayed and the extent to which it is
verified

•

The evidence available that this is representative of the learners overall
achievements

Consistency can be measured in terms of:
•

The internal consistency of the evidence presented

•

The external consistency with other assessments

•

Evidence that the learning is generalised and not confined to a narrow
context

Reliability can be seen
•

In the agreement between the judgements of different assessors

•

In the agreement with previous assessment of similar learners

Consequential validity can be evaluated in terms of the positive and/or negative
impacts of the assessment - its predictive validity, its influence on the learning
processes of learners, its influence on the understanding of the assessment process
by the assessors, its influence on the teaching and support processes within the
programme.

Other matters which relate to validity are the accuracy with which the portfolio
portrays the actual learning achievement, evidence of the influence of formative
feedback on learner performance and the usefulness of the learning achieved to
learners currently and for the future.
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Within the PAL process, provision of progression routes and the encouragement
and facilitation of learners in availing of these routes is seen as an essential
element. The use of the portfolio assessment method can be seen to promote this
as it contributes to
•

Encouraging learners to move outside their cognitive ‘comfort zones’
without stressing them to the point of giving up their studies.

•

Encouraging deep, rather than surface learning.

•

Encouraging learners to take risks with their learning, and not to play safe.

•

Devising assessment procedures that can support progression even though
there are competing views of the concept and different starting points
amongst learners.

•

Recognising learners’ capacity to integrate knowledge from different
disciplinary sources (particularly relevant in modularised curricula).

•

Valuing ‘practical intelligence’

•

Catering for ‘slow learning’ across a whole programme.

•

Supporting the development of autonomy in learners.

As the ultimate aim of the current project is to develop higher education provision
tuned to meet real world needs, further encouragement for the selection of portfolio
methods arises from studies on assessment for ‘employability’. While avoiding the
risk of being too restrictive in the conception of what constitutes the real world it
can be argued that employability and assessment for it addresses many of the
characteristics which also contribute to the capacity to engage positively in
everyday life.

That such is the case can be seen from the Knight and Yorke view that
employability is influenced by four broad and interrelated components:
•

U understanding.

•

S Skills

•

E Efficacy beliefs, students self-theories and personal qualities

-

of

critical importance being, the extent to which students feel that they
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might ‘be able to make a difference’ (not every time, but in a
probabilistic way)
•

M Metacognition, encompassing self-awareness regarding the
student’s learning and the capacity to reflect on, in and for action.
[75]

All of these are readily embraced in the portfolio assessment process

As one of the key elements for the success of any assessment process is the clarity
and transparency of the assessment criteria, detailed information on the assessment
instruments and guidance on the nature of the evidence requires for the assessment
process, considerable effort has been expended on the negotiation, identification
and dissemination of what constitutes the learning required to attract different
grades.

Furthermore, much work has been devoted, within the parameters of the above
discussion, to the selection, implementation, review and revision of the assessment
instruments to be used within PAL courses. The outcome to date is a portfolio
structure containing a range of assessment tasks which can be seen from the course
schedule documents shown in Appendix G.

Research and development work

continues in this area as indicated in chapter eleven. It is entirely predictable that
this will continue for a long time into the future.
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Chapter Ten - Walking the Walk, Innovation in Action

10.1

Introduction

The material presented in this chapter is in two formats. The first is a report on the
application of the PAL process to innovative course design and delivery.

The

second is a review of this process in the form of an action research report. Two
case studies are reported from very diverse fields - the first is that of community
education and development and the second that of the pharmaceutical/chemical
industry. These are chosen as they represented the extreme ends of the ‘workplace
continuum’ and because the ultimate outcomes were different for both cases.

In spite of the admonition of chapter two not to consider the developmental
processes of action research as sequential and discrete (and they most certainly
were not so in the cases to be presented) the report is presented in a sequential
format in order to clarity the relationship between action, reflection, review and
revision through the various cycles of the development process.

The report concentrates on the major dynamics of the action research cycles. It
will be understood that this cycle was continuously replicated within the minor
dynamics of the iterative sub-processes supporting and effecting the larger cycles as the issues raised in chapters seven, eight and nine were isolated, addressed and
resolved over a period of approximately five years.

10.2

Case Study One - The PAL Process and Community Education:

This section reports on the application of the PAL process to development of a
suite of programmes in the field of community education and development.
Subsequently it revisits the process in the context of an action research report.
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The central issue to be addressed in the endeavour derives from the following
policy statement contained within the Green Paper on Adult Education [88].

"Empowering local communities to assume more responsibility for their
education and learning should enable them to become learning
communities. This is important for the continuing political, social, cultural
and economic development of the individual and the local community. It is
also important to enable local communities to cope more effectively with
the rapid changes occurring in society.

Finally, it is important in

promoting active participation in the political and democratic process by
all citizens."

For this work, the partnership consisted of the Department of Education (DEIS) at
the Cork Institute of Technology and Community Womens’ Education Initiative
(CWEI). CWEI has been in existence since 1990. The organisation represents
women community activists committed in their own practice to the empowerment
of women. The organisation targets women working in their local communities
who experience exclusion from emerging policy and programme initiatives,
directed by social reform in education, training and the labour market. From its
inception, the group has successfully challenged traditional approaches to
educational processes that are not appropriate for the needs of their target group.

CWEI is committed to responding to the needs of learners for accreditation of their
learning gained through the practice of community education and is committed to
working in partnership with the formal education sector in exploring and
developing approaches to learning which reflect the inclusive, collective and non
competitive ethos of community education. [81 ]

PAL Stage 1 - Needs identification
At the outset, a strong motivation for the development of a suite of courses in
community education and development lay in the fact that no appropriate
qualifications ladder was available for active participants in the community
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education and development field.

Consequently, they had no opportunity to

develop their learning and practice in a third-level education environment and to
receive formal recognition for this development. Additionally, many persons who
have the potential to become leaders and agents of change within the community
sector had been excluded from the increasing range of professional posts,
becoming available within the community sector.

PAL Stage 2 - Job Specifications
In this case, a range of job roles was in question. Included among these were
•

Development Worker within a Community Education project
Development Worker within a Community Resource Centre
Development Worker within a Community Development Project (CDP)
Summer Community Project Organiser
Co-facilitators in community group work
Skilled workers in such areas as adult literacy and community health
Coordinator of a Community Education Project
Coordinator of a Resource Centre
Coordinator of a CDP Project
Community Development Worker
Community Groupwork Facilitator
Manager of a Community Employment Scheme
VTOS Coordinators
Manager of Community Workshops

The job specifications for these positions had previously been identified by CWEI
through its active involvement in the community sector over a number of years.

PAL Stage 3 - Competency identification
Sets of competencies attaching to the above roles had also been identified by CWEI
over a number of years through the operation of their own ‘apprentice-type’
approach to community education

This approach is inherently competence-led
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and required relatively detailed description of community work in terms of the
associated competencies.

PAL Stage 4 - Generation of academic standards
Even though the NQF was in the very early stages of development, a decision was
taken to reinterpret the competencies, identified in stage three, in terms of the
putative generic level descriptors of the framework, in anticipation of its early
implementation. The relevant levels were identified as levels six to eight of the
framework. At this stage, also, it was evident that the range of roles in question
would require programmes operating at a number of different levels within the
framework

PAL Stage 5 - Accreditation level
The decision taken, in relation to accreditation level, was to design, develop and
seek accreditation, initially, for a programme operating at that equivalent to the
proposed level six of the developing framework. This was interpreted as being that
of the National Certificate of National Council for Educational Awards (NCEA),
the extant awarding body for the loT sector.

In order to meet the range of job roles identified within the needs analysis, it was
decided, also, to undertake the development of a further two-year, add-on
programme leading to an honours bachelor degree award.

In light of the

immediacy of demand, the preparation of the submission document for degree
recognition was deferred until the certificate level programme had been put in train.

PAL Stage 6 - Course design
To meet the specific needs of the target group, the course was designed to enable
people to remain working in their own communities and/or on marginalised
communities’ issues both during the course and on graduation.

In the past,

marginalised people who entered third level education had been ‘educated away’
from their communities never to return there to work and live.
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In effect, their

expertise and leadership had been lost to their own communities. The proposed
course was geared, therefore, towards mature adults who had been active for many
years in their community and whose lives were based there.

Course participants

would be encouraged to remain within their own areas and to participate more
effectively in their future development by integrating their community based
activities into the course programme in the form of work-based learning.

This

would be further facilitated by the location of selected elements of course delivery
within local community settings. This effectively set the parameters for the course
design process.

A course design team, consisting of community activists from CWEI and academic
staff from DEIS, set about developing a course which, while providing a range of
relevant theories and models of best practice within the field, would also involve a
significant element of reflection on professional practice, thereby allowing students
to integrate theory and practice in developing the capacity to lead their own
communities through the processes of education and development

PAL Stage 7. The course curriculum
The course curriculum and syllabi are outlined in the course schedule shown in
Appendix G. A central element for the design process was the view taken of the
community working/living space as a classroom or learning laboratory, where
course participants learn to apply, test and evaluate the relevant theories and best
practice models during their own practice/projects within the community setting. It
was anticipated that students would, thereby, optimize their individual learning
processes and become effective and critically reflective practitioners with a range
of theoretical models, on which they could base evaluation of their own work and
that of others.

Consequently, the course had a significant practice base, with an emphasis on
supervised and supported learning in the workplace.

Generally speaking,

participants remained in their own communities continuing the work that they were
already doing, sustaining their contribution to the community while developing the
capacity to add value to that contribution. In addition to the work-based element,
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tutorials and many of the workshops were located in the community. It was hoped
that this would contribute also to the valuing of learning and development within
local communities and would encourage other members of communities to engage
in these activities by the dismantling of barriers between community and third-level
education sectors.

PAL Stage 8 - Entry Levels
The potential learner cohort consisted of community-based activists, most of whom
were women who had not completed secondary-level education.

Indeed most

would have left school in early teenage. Entry via the conventional route based on
Leaving Certificate performance was therefore wholly inappropriate, so the
admissions process chosen was one based on experience and learning evidenced in
written form and expanded and confirmed at interview.

PAL Stage 9 - Assessment
Time-limited, closed book examinations were deemed to be inappropriate both for
the group of learners and for the subject matter of the course. The assessment
methods chosen were based on the learning portfolio and varied from subject to
subject in the context of the discussion of chapter nine. The range of methods can
be seen from the course schedule in appendix G. Both formative and summative
assessment was conducted.

For each element of the course, the students completed a reflective commentary on
their individual and group learning processes, in the form of a learning journal. For
these, they selected key learning outcomes they had achieved, described the
learning process, commented on the impact on their practice and, where
appropriate, indicated how their learning would alter their practice for the future.
The format of the learning journal and guidelines for completion are shown in
Appendix H.
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PAL Stage 10 - RPL
As many of the course participants would have been active over many years in the
field of community education and development, the developing RPL policy and
practice of the institute was invoked for the award of credit and exemptions on the
basis of prior formal, non-formal and informal learning. However RPL processes
were not applied within the programme only for these purposes, but a fully
assessed and accredited module of the first year of the programme related to the
policy and practice of RPL and RPL mentoring.

This was undertaken by all

students, to introduce them to the reflective processes associated with learning
portfolio development, as a confidence building measure and as a general capacity
building measure for community activists.

PAL Stage 11 - Delivery
The course is designed to be as flexible as possible in terms of mode of delivery
and assessment. The delivery is firmly based on the principles of adult learning as
described in chapter four above. Formal classroom activities are conducted within
the institute so that students have the opportunity to meet fellow students from
other departments can avail of the institute’s physical resources and partake in the
‘third-level education experience’.

Small group tutorials are conducted in an

appropriate range of community settings.

PAL Stage 12 - Teaching and Learning
As previously indicated, the teaching methodologies were firmly based on the
principles of adult learning. Presentation of the theoretical elements takes place via
lectures, discussions, seminars and workshops and are be supported, elaborated and
discussed within the community-based tutorials. In addition to DEIS staff, active
community project leaders with relevant postgraduate qualifications were involved
as teachers and tutors and, within individual subjects, additional workshops on
specific topics were conducted by specialists in the relevant areas.

The

constructivist paradigm was invoked through the establishment of a positive
learning environment, where the discourse is conducted to promote the
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interpretation and grounding of relevant theory in work-based practice. The aim
was to sustain an environment which promoted and facilitated participation, so that
collaborative mutual learning could take place. Small group tutorials, conducted in
community settings were designed to explain, elaborate and expand classroom
learning to promote learning throughout the community sector.

The work-based element of the programme composed approximately fifty per cent
of the scheduled learner time on the programme. It was designed to conform to the
characteristics of work-based learning outlined in chapter eight.
integrated as an assessed element of the course.

It was fully

In the first stage of the

programme, it generally consisted of the normal community work of the learner,
irrespective of whether this was paid or voluntary.

As such, it provided for

authentic learning, supported or scaffolded by a supervisor within the work place.
The aim at this stage was to help the learner identify the characteristics of their own
learning and practice and so identify their ‘zone of proximal development’, which,
in turn, guided the selection of the work-based programme for the second year of
the course.

The work was conducted under a learning agreement negotiated

between the learner, the workplace supervisor and the WBL co-ordinator and
endorsed by the course board. This agreement stated the competences/leaming
outcomes to be achieved, the programme of work to be undertaken, the support and
resources to be made available and the criteria and process by which assessment
was to be made.

PAL Stage 13 - Management
The academic management of the course was the responsibility of the Academic
Course Board, which operated as set down in the Academic Quality System of CIT.
This Board has equal representation from CWEI and DEIS, had two student
representatives and was chaired by the head of department and meets twice in
every academic term.
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PAL Stage 14 - Monitoring and Evaluation
Within the monitoring and evaluation process, the strong commitment to ongoing
feedback from all stakeholders was actualised by the following means:
•

Having teaching/leaming methodologies which promoted an ongoing
dialogue between staff and students - facilitating ongoing feedback from
students.

•

Monthly staff meetings held for lecturers and tutors, where feedback from
students was presented and discussed.

•

At the end of each module, feedback was sought from students via
facilitated discussion and written evaluation forms.

•

Presentations to the course board by student representatives contributed
ongoing feedback in relation to all aspects of course activities.

•

At the end of each year a one-day, externally facilitated, evaluation meeting
of all students, academic staff, workplace supervisors and course board
members was held to review the year’s activity, to make recommendations
for revision as appropriate and to plan for future development.

10.3

Case Study One - Action Research Report

The report on the work undertaken within the PAL process is now presented in the
form of the action research process depicted in figure 2.2 above.

The various

constituents of the process are as follows

General Topic; This is represented in the aspiration to develop and have
accredited, using the PAL process, a suite of programmes of higher education in
community education and development under the extant qualifications regime and
which meets the identified needs of the community education/development sector.

Participants; The partnership between DEIS and CWEI defined the initial range of
participants as relevant staff of DEIS and community based activists who were
members of CWEI. Subsequently, the participating group was extended to include
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the community-active learners who sought and gained admission to the course
programmes in community education/development.

Data: The data used within the observation, reflection and evaluation processes is
contained within a range of sources including
•

Course documents relating to the preparation and submission for
accreditation.

•

Course handbooks prepared for guidance of learners

•

Reports of the meetings of the partnership group, the course design teams,
the course boards, and the formal course monitoring reports.

•

Evaluation Reports on individual course modules conducted on a twice
yearly basis, course stages on a yearly basis and externally facilitated fullday roundtable evaluations involving learners, teaching staff, tutors, course
board members, work supervisors, conducted on a yearly basis.

•

Formal evaluation reports of expert accreditation panels of the awarding
bodies and the formal responses to these over the three stages of the
accreditation process.

•

Formal and informal reports of the external examiners.

•

Evaluation of the work-based elements of the programme provided by the
external organisation involved.

•

Contemporaneous

notes

and

correspondence

regarding

design,

development, implementation, evaluation and mainstreaming within the
PAL process.

Reflection/analysis/interpretation; This is conducted qualitatively by thematic
review of the above documentation in relation to the issues and actions outlined in
chapters seven, eight and nine.

Actions: These relate to the major actions undertaken and their outcomes in the
context of the original aims, the issues identified above and the implications and
impact (if any) on stakeholders and within the higher education environment at
institutional and national levels.
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Outcomes: These are reviewed in the context of current provision and in relation to
the impact on the different stakeholders in the process.

The efforts taken to sustain and embed these outcomes at institutional and national
level are recorded in chapter eleven where consequential change in policy, practice
and structures are outlined.

10.4

Research Cycle One: 1999-2000

Topic:
The aim was to develop, have accredited and implemented a first stage programme
in community education/development at the level of National Certificate in
Humanities (Community Education and Development)

Observations and Actions:
Partnership: The partnership in question is that between DEIS, CWEI and the
learner cohorts.

Initial challenges arose because of the different experience within the education
system of the two partners - one in the formal third-level sector and the other in the
emancipatory mode of transformative community education. The capacity to meet
successfully these challenges lay in the predisposition of both partners to embrace
change and to influence structures at the political level in education. Both had
clearly identified the need for the formal recognition of all forms of learning and to
develop the capacity of learners to become critically reflective practitioners. Both
had the aspiration to relate theory and practice and to integrate work-based learning
into the developed course programmes.

This was seen as necessary from a

teaching/leaming perspective but also so that the leadership and active community
work of the target group would continue to be available to the communities to
which they contributed.
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Where practical difficulties did arise, they were openly discussed, mutually
addressed and resolved, primarily because of the congruence of the education
missions of the two groups.

Competence, job role and specifications: The determination of these proved to be
a relatively simple task for the partnership because of the experience of CWEI in
the community sector and because the ‘apprentice model’ of the learning process it
had embraced for community education, being in the competence-led mode, had
established the relevant competence levels relating to the specified job roles in their
previous work.

Academic Standards: Because of the experience of DEIS in the area, translation
into the ‘learning outcome’ format of academic standards proved not to cause
difficulty.

Even though, at the time, the NFQ was in the very early stages of

development, a decision was taken to construct the programme to articulate with
the early drafts of the NFQ generic level descriptors. This, subsequently, had a
profound effect on the facilitation of accreditation and the ease with which the
programme was ultimately migrated into NFQ under FIETAC.

Accreditation. Investigation of the potential articulation with NFQ draft standards
led directly to the identification of the proposed level six as being appropriate for
accreditation.

It was estimated that this corresponded to the existing National

Certificate and accreditation was sought at this level under the three-stage
recognition process of the National Council for Education Awards (NCEA)

Involvement in this process proved that the course recognition panels in general
(and some members in particular) found it difficult to comprehend and/or accept
the nature of the proposed programme. The integration of extensive work-based
learning, the proposal to avoid high-stakes summative assessment in favour of
more authentic methods and the extent of involvement of the external partner in
course management all gave rise to serious concerns.
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However, strong, logical argument and sustained negotiation resulted in formal
recognition at national certificate level, with recommendations only for minor
changes in the proposed programme.

A review of the overall process confirmed that
•

A programme at level six alone would not suffice to meet identified needs.

•

A vehicle to explain and promote the innovative nature of programmes
developed under the PAL process was required.

•

Further research into alternative assessment processes would be of benefit.

Entry Levels: As predicted, the learner cohort consisted of women almost all of
whom had not completed secondary-level education.

Within the admissions

process - even though clear criteria had been identified for it - it was evident that it
would be necessary in future to have a more formal induction process for
prospective learners and that this should be conducted in various community
locations.

RPL: Again recognising that fact that the students on the programme would have
gained substantial learning from experience in community work, opportunity was
provided to seek exemptions/credits on the basis of evidence within a learning
portfolio. This, along with the desire to promote and build capacity to support
portfolio development throughout the community sector led to the inclusion of an
accredited module on learning portfolio development and its support within the
course programme.

Review confirmed the appropriateness of the RPL module within the course.
However, considerable support in the process of portfolio building was required by
all students, so it was also determined that research and development in the area of
mentoring for portfolio development in a community setting should be undertaken.

Mentoring: Voluntary mentoring, on request by students, was arranged by the
community partner on an individual needs basis.
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This was additional to and

different from the tutorial support provided within the programme. As this proved
successful no change in mentoring provision was deemed necessary.

Delivery: Flexibility of delivery in relation to the circumstances of the learner
cohort was the primary consideration guiding the negotiation of the programme
schedule. It was considered important that locations should be divided between the
institute and community settings. The net outcome was that lectures, seminars and
workshops were conducted in the institute while tutorials were located in a number
of appropriate community centres.

Institutional constraints and the different circumstances of the learners did not
allow for all demands to be met, but compromise achieved a schedule which was
acceptable to all and which determined the general course schedule for future
implementation.

Staff Development, Within the DEIS department ongoing research and
development relating to the range of issues raised in chapters seven, eight and nine
meant that the relatively small cohort of staff involved in the course were actively
engaged in relevant development activity on a continuing basis. The content and
outcomes of this work can be found in a number of publications. [82, 83, 84],

Teaching / Learning: Teaching and learning processes were fully based on the
principles and practices of adult education as outlined in chapter four.

The

constructivist paradigm was invoked through the establishment of a positive
learning environment, where the discourse was conducted with particular reference
to the interpretation and grounding of relevant theory in work-based practice. The
aim, at all times, was to sustain an environment which promotes and facilitates
partieipation so that collaborative mutual learning can take plaee.

Small group

tutorials, conducted in community settings were designed to explain, elaborate and
expand classroom learning to promote learning throughout the community sector.
External staff involved in teaching and/or tutorial work were equally eommitted to
the community education model of collaborative learning and operated according
to the principles and practice of adult learning.
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Feed back from participants, through the formal and informal evaluation processes,
indicated that the teaching and learning processes adopted were wholly appropriate.
It was noted that the discursive nature of the process meant that initial progress was
slow and concern was expressed in this regard. However, it was generally agreed
that this was necessary, firstly, to establish a good group dynamic and, secondly, to
contribute to bringing all learners to a similar level of knowledge and
understanding at the early stage of each module. Contribution from learners, who
had more substantial learning and experience in specific areas, helped to ground
theory in practice, developing both their confidence in their own learning and
bringing greater understanding to those less experienced in these areas.

Apart from some minor changes in scheduling, no major revision in teaching and
learning methods were undertaken.

Work - based Learning: The work-based element of the programme composes
fifty per cent of the scheduled learner time on the programme. It was designed to
conform to the characteristics outlined in chapter eight. It was fully integrated as
an assessed element of the course. In the first stage of the programme, it generally
consisted of the normal community work of the learner, irrespective of whether this
was paid or voluntary. As such it provided for authentic learning, supported or
scaffolded by a supervisor within the work place. The aim at this stage was to
operate within the ‘comfort zone’ of the learner, thereby building the confidence
and the capacity to integrate theory with practice and to begin to engage in critical
reflection. This also helped the learner identify the characteristics of their own
learning style and work practice and so identify their ‘zone of proximal
development’.

This, in turn, guided the selection of the work-based learning

programme for the second year of the course. The work practice was conducted
under a learning agreement negotiated between the learner, the workplace
supervisor and the work-based learning co-ordinator and endorsed by the course
board. This agreement stated the competences/leaming outcomes to be achieved,
the programme of work to be undertaken, the support and resources to be made
available, the commitments expected of the learner and the criteria by which the
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work practice would be judged. The agreement was subject to ongoing review and
was revised as necessary by tri-partite agreement as before. All revisions were
reported to, and endorsed by, the course board. The agreement also served as the
template by which assessment of work based learning was conducted. The clarity,
transparency and the negotiation involved ensured that the assessment process was
in line with those recommended in chapter nine of this report. The assessment
process itself contained a formative element, with outcome agreed by the
supervisor with the learner - which provided ongoing feedback - and a summative
element, in the form of a supervisors work practice report. This again was
negotiated between assessor, WBL co-ordinator and the learner and was subject to
review by the course team. Any disagreement was to be resolved, in the first
instance, by the course team and reviewed by the course board. The second year
work-based element was based on the review of year one practice and the learning
agreement for it was drawn up to facilitate the closing of the ‘gaps’ in practice
required to meet the levels of competence stated in the course learning outcomes.

The reflective element of the work-based learning reports initially caused
significant difficulty for learners.

In this respect, considerable support was

provided by both the workplace supervisor, the WBL co-ordinator and academic
staff (who, themselves, are active community workers/researchers) - particularly in
the early stages of practice. The compression of the RPL module into the early
months of the academic year was found to be helpful in promoting the reflective
process. Comprehensive workshops relating to work-based learning, its objectives,
processes, reporting and assessment are now conducted as an early element of the
work-based learning module. Because of the varying background and experience
of the course participants, it was judged that assessment of their performance
within the work-based elements in year one for the award of grades was not
appropriate. In future, it should be assessed for award of credit only.

The sourcing and co-ordination of the work-based element was undertaken by a
community -based and community-funded member of the course board.
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Assessment: The assessment methods chosen were designed to give maximum
authenticity, in so far as that was desirable and possible in the existing
circumstances.

It was agreed that continuing movement towards authenticity

should be the guiding aspiration for the future development of assessment
methodology.

An initial decision taken was to avoid the high-stakes summative assessment
process of the conventional, time limited, closed-book, written examination. The
range of assessment takes selected are set out here in relation to the list assembled
by Knight and Yorke and presented in Appendix I
•

Personal response - various modules.
Classroom assessment tests.
Objective structured laboratory tasks - ICT
Seminar presentations.
Compilation of annotated bibliography.
Open book assessment.
Short essay.
Preparation of funding proposal.
Combined formative and summative assessment
Essay writing
Self assessment
Role play
Project work
Small scale research
Assessment of logs and journals
Portfolios
Assessment of work-based learning

Each assessment task contained a reflective element requiring the learner to
•

Evaluate the relevance of particular theory to workplace practice.

•

Comment on the process and outcome of their own learning activities.
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•

Interrogate their own practice, evaluate it and make recommendation for
future revision as appropriate.

The assessment of this element was of particular importance in establishing the
grade to be awarded.

For each assessed task, the criteria against which the

assessment would be conducted and the process by which marks would be awarded
were published and discussed with the learners.

Within a formative process,

feedback on assessment was given on a regular basis to promote and facilitate
learning and to help learners interpret assessment criteria.

Assessment methods and tasks invariably give rise to contention, especially where
innovative approaches are in question.

Extensive information, discussion and

negotiation at the outset helped to confirm the fitness for purpose of the methods
proposed.

Nonetheless, the matter of assessment continued to be an item for

discussion both within the classroom and at meetings of the course board
throughout the course.

This confirmed the centrality of assessment to the

teaching/leaming process and highlighted the need of further research and
development in the area.

The net outcome of the assessment process was a set of grades which were not
disputed and a substantially increased understanding of the process by all
participants.

It was agreed, however, to continue evaluation of assessment

processes on a regular basis and to extend the methods to be used for proposed
degree course and for the next implementation of the certificate programme.

It was noted also that, in the efforts to promote authenticity in learning and
assessment, care should be taken to ensure that the degree of complexity and the
nature and extent of scaffolding provided were appropriate to the levels of learning
achieved and achievable by the course participants. The danger of over-assessing
was also noted - particularly at the formative stages of the learning process.

Course Management. The course management model was fully endorsed by the
academic council of the institute. Its operation proved to be satisfactory and no
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outstanding items of disagreement were left unresolved at year-end. The format of
the board meant that feedback from the community sector via the community
partner was ongoing and integral to the course management and development significantly more so than would have been the experience with the ‘arms length’
contribution of the more conventional workplace advisory committee.

It was

agreed that, if and when elective streams were to be added to the programme, a
representative of the relevant community sector would be given a seat on the board.

Overall Outcomes and Reflection: Cycle One

10.5

The course leading to National Certificate in Humanities (Community Education
and Development) was fully recognised by NCEA and was integrated into
mainstream provision of CIT with sanction for funding from the Department of
Education and Science. It was the first programme at this level to be accredited
and mainstreamed without conventional time-limited, written, closed-book,
summative examinations.

The learner performance is recorded in the following table.
Year

Stage

Registered

Withdrew

Examination

20001
20012

one

18

2

16

two

15

-

15

Dist

6

Merit
1

4

Merit
2

3

Pass

Total

16

16

1

15

Arising from evaluation of the experience of the first implementation of the
National Certificate Programme the following decisions were taken

•

To explore the design of the elective stream for adult literacy development
based on the community education model and to build a partnership to this
end with the Adult Literacy Organiser/tutor group active in this area.

•

To extend intake to the programme to community workers in rural areas.
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Partnership'. As the partnership approach has been judged as successful in its
overall operation, it was decided to continue the practice and to extend it by
inviting a representative of any elective stream added to the programme to sit on
the course board while maintaining the 50-50 academic workplace balances.

Competence/Academic Standards'. It was agreed that the knowledge, know-how
and competence level of certificate graduates was appropriate for project work in
the community setting as encompassed in roles of the following nature

•

Development Worker within a Community Education project

•

Development Worker within a Community Resource Centre

•

Development Worker within a Community Development Project (CDP)

•

Summer Community Project Organiser

•

Co-facilitators in community group work

•

Skilled workers in such areas as adult literacy and community health

However, as had been anticipated at the outset, it was clear that, to function within
roles that required a greater level of analysis, evaluation and leadership, a profile
commensurate, at a minimum, with that defined by level seven of NFQ would be
required. Community roles at this level include
Coordinator of a Community Education Project
Coordinator of a Resource Centre
Coordinator of a CDP Project
Community Development Worker
Community Groupwork Facilitator
Manager of a Community Employment Scheme
VTOS Coordinators
Manager of Community Workshops

These considerations, along with changes in the European and national educational
environment quoted below, led to the decision to develop and seek accreditation for
a programme at level seven.
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Course curriculum and Delivery: In general, as entry levels, delivery
teaching/leaming methods and assessment were deemed to have been appropriate,
only minor adjustments in some syllabi were seen as neeessary and no major
revisions were envisaged. The work-based learning element had been successful
and the location of its co-ordination within the community sector was seen as a
significant factor in its success.

Arising from the work-based activity and in particular from the feedback of the
workplace supervisors, it was identified that the management, supervision,
monitoring and assessment of community work in general was worthy of further
research. It was evident that the development of an accredited course in this area
would be welcomed by the community sector at large.

RPL. The portfolio building process was shown to be an effective instrument to
assist in identifying learning which had been gained in informal settings - learning
which learners had hitherto not identified and of which they were therefore
unaware. It was suggested that the portfolio building process could become a very
powerful capacity building instrument within communities - particularly
disadvantaged communities - whereby individuals alienated from the formal
education system could be helped to identify learning achieved in general lifework.
The confidence engendered thereby could serve as encouragement to re-engage
with more formal learning processes. As extensive support for portfolio building
was seen as crucial, it was decided to explore the potential for the development of a
course in mentoring for learning portfolio building in the community setting.

Other general issues which were identified for future work were those of extending
the intake to rural communities and the general development of learning resources
and the potential use of ICT in delivery deriving from the ICT infrastructure
developed within the community sector through the CAIT initiative.

At the macro level, changes in the governing educational environment were
perceived, in that the developing Bologna process was indicating that, at a
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European level, the normal first-cycle programme of higher education should be of
three years duration and lead to a primary degree type qualification. This was at
odds with the original plan to seek accreditation for a two-year cycle qualification
followed by a further two-year, add-on programme. Anticipating that NQAI would
view the three year cycle leading, at that time, to the National Diploma award as
the first cycle higher education award in Ireland - so as to articulate with the
proposal European framework - it was decided to develop and seek accreditation
for a one-year, add-on course to the National Certificate programme leading to a
National Diploma. Subsequently, recognition would be sought for a further oneyear, add-on course leading to an award at honours degree level.

This decision was not taken lightly as it generated significant attendant difficulties.
Considerable effort was required to convince the co-partners of the advisability of
this revision in plan. The decision to change the level of award was taken late in
the day and concerns regarding the timescale of the accreditation process were very
real. For instance, the continuity of the programme for learners was seen to be at
risk. However, delegation to make awards to diploma level had, at that stage, been
devolved by HETAC to CIT and discussions with CIT authorities had indicated
that the accreditation process would be prioritised and accelerated as far as possible
by the institute. This revision of the overall plan having been agreed, all
participants committed fully to the progression of a revised action plan

These general considerations led to the establishment of Research Cycle Two to
accommodate the identified revisions in the overall action plan.

10.6

Research Cycle Two,

2001-2003

As indicated above, the observations, outcomes and recommended actions of cycle
one were critically reviewed both at macro and micro levels to identify the
revisions required in the overall plan and to refine and plan the actions for cycle
two.
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Topic
In this instance the topic to be addressed divided naturally into two distinct
elements
•

to design, develop, have recognised and implement a one-year add-on
programme leading to the award of National Diploma in Humanities
(Community Education and Development) as a progression route for
certificants, using the PAL process.

•

to explore the possibility of developing an elective stream of the certificate
course for the field of adult literacy development and to extend intake to the
certificate programme to include learners from disadvantaged rural
communities.

In addition, actions were to be undertaken to implement the revisions in the
certificate programme recommended in cycle one.

Action Cycle Two
The following actions were taken in pursuance of the aims above.

A course design team was established to develop a submission document for
recognition of a programme in community education and development leading to
the award of National Diploma under delegated awarding authority. This was seen
as equivalent to level seven of the developing NFQ. The course was to conform to
the general model of the certificate programme.

A course development team, including active adult literacy tutors and organisers,
was established to develop a curriculum for an elective stream of the course in the
area of adult literacy development. This work was carried out in consultation with
the National Adult Literacy Association.

Actions to revise the current certificate course were taken by the course board
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The certificate course board established contact with community organisations in
Cork county with a view to student recruitment from rural settings.

Actions and observations
In relation to the proposal for National Diploma, level seven award, a submission
for recognition was developed and submitted based on the same governing
principles as those for the certificate. Recognition was achieved for the course and
sanction to operate was received in time for progression of the certificate graduates
in the academic year immediately following graduation.

This was the first

programme to be recognised under the delegated authority of the institute to make
its own awards. Once again the learning outcomes of the Diploma were set to
articulate fully with the standards specified for level seven of NFQ with the same
net results as those previously obtained for the certificate course. The structure and
methodologies for the diploma mirrored those for the certificate with the additional
learning and assessment tasks associated with an action research project and
presentation of its findings to an audience of peers, course staff and other interested
parties. The course schedule for the diploma course is summarised in Appendix G.

Learner performance on the course is summarised in the following table

Year

Registered

2002-3

15

Examination Dist
14

6

Merit
1
4

Merit
2
4

Pass Total
0

14

The decision to seek accreditation at level seven was ultimately vindicated by the
subsequent NQAI determination regarding the award titles for NFQ and the
establishment of level seven qualifications as the standard for the first cycle award
for higher education in Ireland. The title ascribed to the awards at level seven was
that of Bachelor Degree. As the diploma course had been designed specifically to
meet level seven standards, virtually no revision had to be undertaken in
transforming it to a Bachelor Degree Programme of NFQ and this is the award now
made to graduates of the three-year cycle.
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The normal entry level for admission to the one-year add-on bachelor degree
programme is set nationally at the pass grade of the corresponding higher
certificate course.

Extensive contact with the community sector indicates,

however, that there are many people active in the community work who may have,
through formal and informal means, achieved levels of learning which would
warrant consideration for direct entry to the degree programme. To assess their
suitability, they are required to complete a learning portfolio to record their
learning and to assemble evidence of their learning in relation to the learning
outcomes of the certificate course. They are given mentor support in this process
similar to applicants for RPL. If the learning is assessed as being equivalent to that
of the pass certificate graduate, they are admitted to the degree programme. Where
minor deficiencies are identified, a bridging programme is arranged which they can
undertake in parallel with the degree studies.

This programme must be

successfully completed before any award is made at degree level.

In relation to the proposed adult literacy stream for the certificate programme,
while the design of an elective stream was completed, it was determined, in the
final analysis, that for the short-term, at least, it was not possible to incorporate the
proposed elective because of the extent of materials which would have to be
undertaken by learners.

Rather, it was agreed that graduates who wished to

progress in the area of adult literacy development should be supported in seeking
exemption from the community-based elements of programmes specialising in
adult literacy studies.

Extension of the recruitment process to rural areas resulted in four traveller women,
working in the West Cork Traveller Centre in Clonakilty, joining the second intake
group to the certificate programme. Tutorials and the work-based element of the
programme were conducted and supervised within the traveller centre for the first
year of the course.

For the second year, tutorials were again conducted in

Clonakilty and the work-based activity took place elsewhere in Cork county.

Other recommendations of cycle one reflections were addressed as follows.
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RPL mentoring.

Research relating to mentoring for Learning Portfolio

Development in a Community setting was undertaken within the ADEPT project,
part-funded by the EU SOCRATES Grundtvig programme for adult education. The
outcome was a course in mentoring for community-based learning portfolio
development which will be uploaded to the WebCT early in the 2005-6 academic
year. Recognition for this course will be sought in the form of elective modules on
the Bachelor Degree and the Honours Bachelor Degree programmes in Community
Education and Development - with the intention of having them available for the
next planned intake to the honours degree programme in academic year 2006-7.

Community work management, supervision and assessment. Support has been
achieved, again under SOCRATES GRUNDTVIG to conduct a pilot/research
project in this area.

This project, SCALA - Support and Assessment of

Community based practice of Adults for Learning and Accreditation - aims to
develop, for community work supervisors, the understanding, knowledge and skill
to optimise the work and learning of community activists within the workplace and
to provide for the formal recognition of this learning within national
education/training qualification frameworks. Formal accreditation at appropriate
levels within higher and further education will be sought for this supervisors’
education/training programme.

A good practice guide for the management,

monitoring, support and assessment of community-based work will also be
produced.
Within this project it is envisaged that courses, comprising modules of the Bachelor
and Honours Bachelor Degrees will have been developed and accredited for the
forthcoming intakes to these courses. The potential for a module in the area at the
postgraduate diploma level - level 8 of NFQ - is also currently being explored
within the SCALA project.

ICT in course delivery, support and assessment: Considerable research and
development has and is being undertaken in this area. This work is summarised in
Appendix J.
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In relation to learners on the community education and development programmes,
web-based delivery was not considered to be appropriate at present because of
difficulties relating to such issues as inequality of access occasioned by the socalled digital divide.

Assessment: Alternative and authentic assessment methods were the subjects of the
EU SOCRATES Minerva project, RAMIE, which aimed to develop authentic
assessment methods, with particular reference to web-based learning environments.
[83]. These continue to be a priority for future research and development

The final issue to be addressed was the need to generate a vehicle to develop
awareness and understanding of the PAL process and to promote it. This resulted
in the vertical sandwich model as described in chapter six.

Action Cycle Two Reflection.
Further reflection and evaluation of the processes and products of cycle two
indicated that.
•

Further work on the development of elective streams for both the certificate
and the bachelor degree and certificate programmes should be undertaken based on the needs identified by groups active in community work.

•

The gender imbalance within course participants, which reflected the
predominance of women among community activists, gave some cause for
concern. Actions to address this issue were therefore to be considered.

•

Asa number of projects had been identified which aimed to promote active
citizenship and involvement in local community development through
engagement in community art and music, the potential for integration of the
outcomes of this work into the course suite should be investigated

•

It was timely to begin the migration of authentic assessment methods to
other academic departments of the institute on a gradual basis.
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10.7

Research Cycle Three:

2003-2004

As before, reflection within cycle two generated a revision of the topics to be
addressed within cycle three and a set of proposed actions within a correspondingly
revised action plan.

Topics
The development work within this cycle is best presented under five headings.
•

To design, develop, have accredited and implement a one-year, add-on
programme leading to the level eight award of Honours Bachelor Degree in
Arts (Community Education and Development)

•

To identity the need (if any) for education programmes which could be
accommodated

within

an

elective

stream

of

the

community

education/development programmes

•

To develop interventions to address the matter of gender imbalance within
the courses.

•

To investigate the potential for community art and music as levers for
promoting active citizenship and participation in community education and
development within disadvantaged communities through discussion with
relevant academic staff of the Crawford College of Art and Design and the
Cork School of Music - both constituent colleges of CIT.

•

To identify departments of the institute which would pilot authentic
assessment methodology based on the learning portfolio methods and to
negotiate with them for the integration of these methods into elements of
their course programmes on a pilot basis.
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Action Cycle Three
The following actions were taken in pursuance of these aims.

1. A course design team was established to develop the course, produce the
submission documents for accreditation and to undertake the three-stage
recognition process of HETAC for the award Honours Bachelor Degree in Arts
(Community Education and Development).

As the course would aim to produce graduates who would take significant
leadership roles within community work, it was decided to recruit to the course
design team, four persons who had considerable experience in similar roles, who
had previously contributed to teaching on the certificate and degree courses and
who had postgraduate qualifications in relevant fields.

2. Negotiations were undertaken and completed with the Northside Initiative on
Community Health Education (NICHE) for the establishment of a joint course
design team to develop and have accredited a set of modules at higher certificate,
bachelor and honours bachelor degree levels to provide an elective stream in
community health education.

3. A significant transnational partnership has been formed and a submission for
funding under the SOCRATES Grundtvig programme has been made to research
and develop interventions which attempt to increase engagement and participation
of members of disadvantaged and under-represented communities through sport
development, leadership and coaching programmes.

4. Two members of CIT academic staff, one from the Crawford College of Art and
Design and the other from the Cork School of Music and both having considerable
experience in the development and implementation of community art and music
programmes have agreed to join a course team to explore the development of a
community art/music stream for the current programme suite.
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5. Negotiations have been completed with the Department of Social and General
studies, for the integration of learning diary, journal and portfolio methods as the
assessment instrument for the work-based elements of the higher certificate and
Bachelor degree programmes of the department in the area of Leisure and
Recreation Management.

Actions and Observations
The proposal for the honours bachelor degree programme was completed and
submitted to HETAC for recognition. Early discussion with accreditation staff in
HETAC and the assistant registrar of CIT led to prioritisation and acceleration of
the recognition process, resulting in it’s completion within a period of four months.

Based on the evaluations of the certificate and bachelor degree programmes the
honours degree programmes was designed to facilitate the learners to develop
•

Detailed knowledge and understanding of the philosophy, principles,
models, systems and current practice of community education and
development, the context in which these operate, nationally and
internationally and their implications for individual, community and
societal change

•

The advanced skills necessary to conduct appropriate research and use
diagnostic skills to identify needs within communities in relation to
education and development

•

The competence to evaluate and make appropriate judgments as to the
models, systems and programmes required to meet identified needs

•

The capacity to undertake advanced technical and/or professional activity,
accepting accountability for all related decision making
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•

The ability to transfer and apply diagnostic and creative skills in a range of
contexts both within their own communities and in other community
contexts

•

The know-how to plan and design such programmes as are needed to
implement change within the community, including the capacity to make
judgement in relation to technical, management and resourcing issues

•

Mastery of the complex, professional /technical skills and tools required to
implement such programmes in a community setting, to evaluate their
outcomes and to revise them as appropriate

•

The competence to operate in a professional manner under peer review and
supervision and to take an overall leadership role in community education
and development

•

A personal philosophy and ethic commensurate with undertaking a
community leadership role using a democratic and participative model

•

A capacity to engage in a lifelong learning journey open to input from new
groups and experiences within the community education/development
context and the creativity to apply this learning to the generation of
innovative and effective responses to identified needs on an ongoing basis

As before, where applicants for the honours course do not have a qualification at
bachelor degree level in community education/development at the specified
minimum level, they may be admitted on the basis of a learning portfolio which
verifiably demonstrates learning performance equal to that specified by the
learning outcomes of the bachelor course at CIT.

As it was planned, in addition to normal class work and tutorials, to engage a
number of specialists to conduct workshops on particular topics within the subject
areas, it was necessary to provide for coherence and integration of the course work
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within and between course subjects. To ensure this all contributors to the course
were required to address, within their contributions, central themes including the
following
Social justice
Change and sustainability
Power and Authority
Gender
Equality
Global and local dynamics
Rights based provision
Professionalisation
•

Relevance to community change through education and development

Elective streams for the certificate programmes: Discussions commenced with the
NICHE (Northside Initiative for Community Health Initiative) which is funded by
the National Health Executive to promote health education using a community
education/development approach to develop an elective stream in this area.

Gender balance within course participants'. Submission has been made under
SOCRATES GRUNDTVIG for funding to develop modules in community sport
which will, in time, constitute further elective streams for the current programmes.
It is anticipated that this will act as a level for the involvement of more men in
active community development work with consequential greater levels of
participation in the course programmes. This submission has now been accepted
for funding and research and development work will commence in October 2005.

Community art and music: It was to decided to investigate these developments
with relevant academic staff of the Crawford College of Art and Design and the
Cork School of Music - both constituent colleges of CIT.

Migration of authentic assessment methodology: Arrangements were negotiated
with the Department of Social and General Studies, which like DEIS resides within
the School of Humanities of CIT, to integrate portfolio methods into the assessment
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processes of the Leisure and Recreation Management programmes of the
department on a pilot basis.

Outcomes and observations
First intake to the honours degree course took place in the academic year 2004-5
with the following outcomes

Year
2002-3

Registered Examination Hons
1st
7
6
2

Hons
2.1
2

Hons
2.2
2

Pass Total
0

6

A number of Diploma graduates with the appropriate grades did not seek admission
to the honours degree programmes. This was due in some instances to the gap of
one academic year between completion of the diploma course and commencement
of the honours degree programme. In other cases, changes in work and family
circumstances precluded entry.

The loss both to the course and disruption the

continuing development and progression of these capable and active community
workers is a matter of regret. However it is hoped that many of them will seek
admission at the time of the next intake to the programme for the academic year
2006-7.

In the area of community health education, the course design team will commence
work in September 2005 and it is envisaged that the elective stream will be
recognised and in place for the academic year 2006-7. This will then constitute a
formal progression route for graduates of the further education programme in
community health education currently being developed by NICHE for recognition
by FETAC. In addition, the Director of the NICHE project has agreed to act as
member on the course boards and provision for the work-based elements of the
course and its supervision within the NICHE organisation has also been arranged.
Discussions have also begun with the West Cork Community Health project to
explore the potential for their workers to partake in these elective modules.
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In relation to authentic assessment, methods based on the learning diary, journal
and portfolio have been undertaken within the work-based coaching element of the
leisure and recreation programmes of the Department of Social and General Studies
at both higher certificate and bachelor degree levels.

As the portfolio format

selected required considerable evidence of reflective learning, the assessment
process was designed to award marks and grades in addition to credits. Feedback
on the process and its outcomes from students, staff and external examiners were
very positive and formal recommendations for extending the use of these methods
have resulted. It is anticipated that this will be addressed within the major
programmatic review to be conducted for these and related programmes in the
academic year 2005-6.

10.7

Case Study Two - The Chemical/Pharmaceutical Sector

In this case only one cycle of the action research process is reported as
subsequently, responsibility for the implementation of the programme was
transferred to Educational Opportunities Department (EOD) where the relevant
specialist teaching capacity resides. This department has, therefore, become the
academic anchor for the programme.

While the PAL process was similarly applied to the development of the programme
here, some significant differences from the community-based programmes are
evident.

The industrial sector involved is based on advanced science and

technology, is highly regulated and involves in excess sixty companies, many of
which are multi-nationals. A major effort was deployed, therefore, in identifying
needs across the sector and in identifying the workplace standards for the work
roles involved.

Overall Plan
To design, have accredited and implement an innovative higher education
programme

for

supervisors

and

managers

Pharmaceutical/Chemical sector of Irish industry.
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in

the

highly

regulated

Background
The role of the supervisor\manager in this seetor is quite complex. As a highly
regulated industry, the companies are subject to regular audits by national agencies,
as well as by customers.

Processes throughout the industry are controlled by

documented procedures, regularly updated and reviewed so that quality assurance
is a major factor in the industry.
of these

areas

The role of the supervisor\manager relates to all

in addition to

the

responsibilities associated with

the

supervision\management of people, which, in itself, is becoming more complex
with increasing expectations and regulations both from national, EU and corporate
sources.

PAL Stage 1 - Needs identification
The programme proposed was for supervisory and management personnel in the
Pharmaceutical, Chemical Industry and in supply/service companies within these
sectors.

These industries are highly regulated, are facing the challenges of

increasingly complex technologies and processes and require highly skilled
personnel. The trend in the sector is towards competence-based training and
development systems, which meet the full range of needs across the sector.
Supervisors appointed in recent years tend to have third level qualifications allied
to significant experience in a particular area of the industry such as production,
packaging etc. A large proportion of supervisory personnel, however, with longer
experience are unlikely to have third level qualifications. Managers in the sector
would generally have third level qualifications in a range of disciplines such as the
Science, Quality Control, IT and Engineering. Education/training and development
in the skills of supervision and management are garnered from a wide variety of
sources.

Many multinational companies have developed their own training

programmes for supervisors and managers which range from short training events
or seminars, to intensive residential training programmes.

Others opt for

sponsoring or part funding courses and training ranging from short courses in firstline management to MBA programmes. Since the trend is towards competencebased systems, demonstrable evidence of meeting standards and certification is
seen as an important element of the training/development process.
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PAL Stage 2 - Job Specifications
The aims and objectives of the proposed course were those identified by a
comprehensive needs analysis conducted for and by the industry sector.

This

process identified first the specifications for the role of first line management
within the sector. This was conducted during the initial stage of the competency
identification process described below.

PAL Stage 3 - Competency identification
The process of identifying the required competencies and the definition of
standards was undertaken under the aegis of the Irish Pharmaceutical and Chemical
Manufacturers Federation (IPCMF)/IBEC for the industry sector as a whole. A
total of fifteen workshops were held throughout the country to develop first-line
management draft standards. These workshops were facilitated by subject matter
experts and a total of seventy six first line managers from the industry sector
participated in them. The draft standards were circulated to forty network
companies and a further eighty-eight first-line managers reviewed the standards
and provided feedback on them. The standards were then finalised in contact with
senior personnel of the participating companies.

PAL Stage 4 - Academic standards
The competencies identified in stage three were translated into corresponding
learning outcomes by a course team from DEIS, CIT and IPCMF/ARC working in
partnership.

PAL Stage 5 - Accreditation levels
Appropriate levels for accreditation were identified in the context of the existing
national qualifications framework as those of national diploma level for first-line
supervisors and degree level for managers.

This level was established as

appropriate by reference to previous experience in establishing diploma level
learning and performance as that of technical supervision with responsibility for
quality of own performance and that of others and including a developmental role.
Reference was also made to the generic level descriptors of the NICATS research
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report.

Level five in this scheme is generally seen as equivalent to national

diploma level in the Irish context. At this stage, the generic descriptors for the
forthcoming NFQ had not been developed.

PAL Stages 6 and 7
The course curriculum was devised by the course design team to facilitate learning
and this is summarised in the course schedule presented in Appendix G.

PAL Stage 8
Entry Levels Entry levels/prerequisites were specified as the National Certificate in
Science (cGMP - current Good Manufacturing Practice) or equivalent, with
equivalent being determined as before on the presentation, within a learning
portfolio, of evidence of learning commensurate with that specified as outcomes of
the Certificate course.

PAL Stage 9 - Assessment
Assessment methodologies were again based on the learning journal, learning
portfolio processes as described for the community education/development courses
above.

PAL Stage 10 - RPL
Again, as before, for experience personnel in the workplace and for those with
formal qualification, arrangements for recognition of prior learning consistent with
institute policy and practice were applied.

PAL Stages 11 and 12
Delivery and support processes were designed to be as flexible as possible given
the geographical spread of prospective learners. Provision for the use of ODL &
WWW in this respect were investigated and eventually used in limited form for
communication and support purposes.
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PAL Stage 12 -Teaching and Learning
As in the case of the community based courses, teaching and learning processes
conformed to the adult learning principles stated above. Work-based learning is
fully integrated into the course programme. These elements, of course, were and
are the responsibility of the EOD.

PAL Stage 13 - Course Management
The academic management of the course is undertaken by a course board
consisting of institute staff and industry staff

PAL Stage 14 - Progression
A progression pathway for participants is currently under development by EODin
the form of a submission for a recognition of a level eight, honours degree
programme for middle level managers within the sector.

The course will be subject to ongoing evaluation by staff, students, the industry and
all other stakeholders in terms of content and delivery and revised accordingly by
the Course Board

Observations
The timelines in the accreditation process were perceived by the workplace partner
as being too long. This was exacerbated by the prolonged process involved in
identifying the job specifications and competencies. As many of the personnel
involved in this process subsequently entered the programme the perceived time for
recognition of the course was even longer. It should be noted that the recognition
process coincided with the transition period from NCEA to NQAI/HETAC. The
uncertainties within the governing higher education environment precluded
acceleration of the accreditation process - which was so evident later for the
community based programmes.

Difficulties with interpretation of the learning outcome format was expressed by
many of the worker/leamers. Extensive work in establishing equivalence between
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academic and workplace standards and in translating learning outcomes into the
language of workplace standards was completed - a sample of which is shown in
Appendix C.

Outcomes
The accreditation process was successfully completed and the award for the
programme is that of Bachelor of Business (First-line Management). The course is
located within EOD, which also operates the corresponding Higher Certificate
course in Science. The proposed honours bachelor degree programme is also
currently being developed by this department.

In the longer term it is hoped that company training programmes will be integrated
with the proposed programme so that it becomes part of the industry standard for
first line management.
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Chapter 11

11.1

Reflection, Sustaining

Introduction

This final chapter attempts to assemble and summarise reflections on the major
issues addressed and the outcomes generated during the work reported here. The
efforts to sustain and embed the outcomes at a number of levels are reviewed and
further issues being addressed currently and to be addressed for the future are also
outlined. Once again these matters are addressed thematically in relation to the
relevant elements of the PAL process.

11.2

Work based learning

In the overall sense of course development it is worthy of note that within the
higher education environment governed by NFQ there are now four fully
accredited courses in operation within CIT, with significant integration of work
based learning, incorporating flexible delivery and in which learning is assessed by
relatively authentic assessment methods without the use of conventional
summative, time-limited, closed-book, written examination. With the integration
of work-based learning as a significant and essential element which is assessed
graded and contributes to the overall classification of award, the vertical sandwich
structure is effectively in place for these programmes.

The partnership model for course development, delivery, support, management,
assessment and evaluation and is now embedded in practice, with the prospect that
it can be migrated into a range of other academic departments within the institute.

In order to migrate the PAL process and the vertical sandwich model into new
department and new workplace sector, it is clear that, to overcome barriers of
distance and time more, extensive use of ICT will be essential. To pursue this, a
research project EPI is currently being undertaken with support from the EU

148

SOCRATES MINERVA programme for ICT in education and training. The aim of
this project is to
establish good practice for the use of information and communication
technologies to support partnerships between traditional Higher Educational
Institutes and Industry for the mutual design, development, implementation
and ongoing evaluation of accredited web-based courses tuned to the needs
of workers in the workplace

It will be completed in December 2005 and the outcomes will be made available in
the proceeding of a conference to be organised and hosted by DEIS in November
2005.

This is seen as a first step in the development of an integrated web enabled total
‘eleaming zone’ in which student admissions and records, administration, library,
LMS, eportfolio and other services will be integrated.

The scale of this task is

such as to require a multi-faceted partnership containing internal and external
actors. This is being put in place at present and it is planned to submit a proposal
for framework funding in the current calendar year to conduct research and
development in this area.

While web-based delivery and support has not constituted an element of
programmes developed under the PAL process to date, it is anticipated that this
will become a major constituent of the provision in future. Currently, as indicated
in appendix J, web-based delivery and support is currently made available to CIT
students across a relatively wide range of courses as a complementary and
additional to face-to-face methods. Before it will become the preferred method of
delivery and support for any particular programme, it is recognised that the
infrastructure and resources to support such provision will have to be made
available at an institutional level and in the context of a strategic institutional
decision to move in this direction. Once again this is addressed in appendix J.
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11.3

Competence - led provision.

It has been established that some of the potential difficulties ascribed to
competence-led provision can be effectively avoided by the use of learning and
assessment processes which identify competence and capability/creativity levels
which are set to attract pass and honours grades respectively.

In addition,

definition of learning outcomes in the context of the level descriptors within NFQ
can be employed to bridge the gap between specification of workplace and
academic standards and so help to integrate theory and practice in programmes of
third-level education which have profession/vocational objectives.

11.3

Assessment Methodology

Research and development continues in the areas of authentic learning tasks and
environments and in authentic assessment methodology.

In this context, the

learning portfolio supported by learning diary and journal has been accepted as the
preferred assessment instrument within the courses developed under the under the
PAL process and within some other modules throughout the institute.

The

outcomes of some pilot work on authentic assessment, recently completed within
the SOCRATES MINERVA programme, are now available in the published
proceedings of the RAMIE project conference. As indicated above, authenticity is
viewed as a fruitful area for further work with the objective of identifying the
characteristics of learning environment and tasks which promote facilitate and
support the development of capacity of adult learners for lifelong and autonomous
learning.

The necessity for the continuing refinements of criteria, methods and instruments
for the assessment of authentic learning for the award of both credits and grades is
pressing. Having adopted the learning portfolio as the preferred instrument for the
PAE programmes, the next phase of research will be an investigation of the optimal
structures for learning diary, journal and portfolio itself, enhancement of the
support processes for portfolio building and the development of more precise
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criteria and processes for the award of grades based on measurement along the
continuum of performance from competence through capability to creativity.

Feedback from both assessors and learners and extensive secondary research in this
area highlight the need for more structured approaches to the promotion and
facilitation of reflective practice and learning and to the identification and
recording of this learning. In this respect also further refinement of eriteria for
assessment will be undertaken. Preliminary work in this area indicates that the use
of rubrics developed for specific learning and assessment tasks would be very
fruitful and this is identified as a priority area for further research.

Here again, the significance of authenticity is clear.

It is suggested that

continuation and expansion of work attempting isolate the variables contributing to
authenticity of learning tasks, environments and assessment methods is urgently
required. Authenticity, so defined, can then be used as the controllable variable in
establishing appropriate learning environments and tasks, identifying the zone of
proximal development of individual learners and in constructing the scaffolding
required to optimise the learning process within this zone. The systems approach
of chapter four also seems apposite in this regard.

11.5

RPL Provision

RPL policies and procedures have been established as a normal element of institute
provision and by the end of academic year 2005-6 well in excess of one thousand
learners will have been awarded formal credit and grades within the policy which is
outlined in Appendix E of this report.

As noted above, this policy accommodates the award of grades as well as credits.
As also acknowledged above however, further refinement of the criteria and
methods for assessment are required to implement fully the RPL provision. The
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work proposed in the area of rubrics will make significant contribution in this
regard.

11.6 Entry Levels.
With increasing numbers of ‘non-standard’ applicants for entry to higher education,
the leaving certificate points will find decreasing use in determining those two
whom places should be offered. A policy proposal to apply an RPL methodology
supported by an application form based on the learning portfolio format for
implementation within the admissions system of the Institute has been placed
before the Academic Council for consideration. The ‘learning portfolio’ in this
instance would be prepared by the applicant against clearly stated entry criteria.
Additional issues to be addressed here include the design and implementation of
suitable support system for completion of application forms of this more complex
nature.
It is clear also that a process of this t^^DC can be readily tuned to meet the current
difficulties experienced by immigrants to the country in establishing the levels of
learning achieved by them, formally and informally, and in having this recognised
for entry to education, training and employment.

11.7

Staff Development

The successful integration of the above innovations into mainstream provision will
require a substantial amount of awareness raising and development of institute
staff A comprehensive programme, integrating the involvement of champions of
the various processes is currently in development and will be resourced from the
general staff development programme of the institute.

11.8

Sustaining and Embedding
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The governing paradigm of the research and development work reported here is
evidently that of action research. The political dimension of this paradigm requires
interaction with and influence on the overarching structures which determine the
environment in which the work takes place. In the current context, this is reflected
in the efforts being made to sustain and embed in mainstream provision the
proceses and products of the activities described in this report - and to do so at a
number of different levels. To date, a number of actions have been taken in this
regard - primarily at institutional and national levels but also, to a limited extent in
the transnational arena.

At the institutional level, mainstreaming is evident in the outcomes already referred
to in this chapter and can also be seen in the recently published strategic plan for
the institute. Efforts to migrate the models into new academic areas within the
institute continue, for instance, within the series of workshops for senior staff of the
institute.

At a national level, influence on the development of policy and procedures is
within the National Framework of Qualification is exercised by involvement in
expert working groups such as

•

The NQAI expert group developing the principles and policies for the
recognition of prior learning across all levels of education and training

•

The FETAC advisory group on policies, procedures and methods for
recognition of learning in the further education sector

•

The expert panel advising on the development of a national strategy for the
development of the workplace of the future and the development of the
workforce within it.

The outcome of this work can be seen in the recent publication of draft principles
policies and procedures by both NQAI and FETAC as the first stages of national
consultative process. The Report of the Forum on the Workplace of the Future,
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referred to above will be considered by government in October of 2005 and is
expected to exert a strong influence on education/training policy for the next
decade.

At the trans-national level dissemination of the outcomes of the reported work is
progressed by publication and presentation of papers at national and international
conferences.

Finally, at the European level contribution to the work of CEDEFOP provides the
opportunity to promote the models and methods presented here.

11.9

Final Comments

The work reported here can be seen to predate and anticipate some of the policy
decisions at national and European levels in relation to the development of a
European and national education provision - at the level of higher education which will provide for the lifelong and lifewide learning of citizens to engage
meaningfully, productively and satisfyingly with their total lifeworld.

It will be recalled that the Bologna process seeks to develop a coherent and
compatible European area of learning underpinned by the concept of a Europe of
Knowledge - a competitive Europe with an acknowledged social dimension. For
higher education, this implies qualification frameworks at a national level existing
in a coherent relationship with an overarching European framework having
comparability, compatibility and mutual recognition of degrees based on three
common cycles. The social dimension is represented by increased access to higher
education, recognition of all forms of learning and individual rights to lifelong
learning opportunity.

The proposed frameworks will be comprehensive in the

sense described in chapter five. [84]

The rollout of the Bologna process is traceable through the successive
communiques in this regard. The Prague communique established the appropriate
levels for first and second cycle awards as those of bachelor and masters degrees
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respectively. [85],

Subsequently, at Berlin, it was agreed that the qualification

frameworks would be elaborated in terms of workload, level, learning outcomes,
competencies and profile. It was further agreed to commence the work for the
establishment of a framework at European level. [86]. This was further advanced
during the Irish presidency in 2004 of the EU by the development of the so-called
Dublin Descriptors’ defining the proposed levels for the first and second cycle
awards across Europe. A comparison of these with the NQF level descriptors for
the three-year bachelor degree at level seven to the masters degree at level nine
shows the close articulation of the two frameworks. The most recent communique
- that of Bergen, 2005 - sets the timescale for the formal framework development
as having a deadline of 2010 for completion.

The period from 2005 to 2007 will

be used to ‘further embed lifelong learning in higher education’ and ‘to improve
recognition of prior learning, including, where possible, non-formal and informal
learning for access to, and as elements in, higher education programmes’. [87].

To some extent at least, the work described in this report goes further than
envisaged in the communique, in taking making innovative interventions which can
give some guidance on how these policies might be implemented in the real world
of identified needs, competing interests, limited resources and traditional
academic-workplace dichotomies.

At least it can contended, with some degree of confidence, that in relation to
making provision for identifiable communities of adult learners in the workplace or
in society at large, approaches built on sustainable partnerships, promoting
authentic learning environments and tasks and with learning assessed by authentic
methods, can provide a fruitful grounds for future development within the
education environment envisaged for the European Higher Education Area.
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Appendix A

Findings of the LeoGrad Project - A Summary

This appendix contains the findings of the LeoGrad Project - part-funded by the EU
Leonardo da Vinci Programme - and which was conducted by partnership of
AGORA Consultancy and UCAS, UK, the ARTES Research Centre of the
University of Bologna and DEIS, CIT.

One of the main research questions of the project was to identify, from the
perspective of the workplace, the set of core competencies (key skills, qualities,
attributes), which graduates need to become capable employees.

Using the methods outlined in chapter one, the set of core competencies identified
across the participating member states was as follows
Able to accept responsibility
Able to exercise initiative
Adaptable/flexible-able to cope with change
Ambitious
Analytical skills
Commercial awareness
Basis business skills
Customer awareness
Awareness of need for profitability
Committed to the company
Common sense
Company/business sector knowledge
Computer/I.T. skills
Confidence
Continuing learning and self-development skills
Creativity
Culturally well-rounded
Ethical values
Good communication skills for:
Influencing others
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Presentation
Writing
Speaking
Telephone
Good team worker
Honest and reliable
Innovative
Inquisitive
Knowledge of foreign languages
Leadership qualities
Makes an effort with appearance
Management and organisational skills
Numerate
Capacity for objective setting and achieving
Positive attitude
Prepared to undertake menial tasks
Previous work experience
Problem setting and solving abilities
Capacity for project management
Relates well to other people within and outside the organisation
Time management skills
Understanding of how organisations work
High motivation

Those identified by the Irish workplace were as follows
Ability to acquire new skills
Ability to apply skills to workplace problems
Ability to apply knowledge to working situations
Ability to fit into an organization structure
Ability to grow with company
Ability to meet deadlines
Ability to work independently and with good judgment to decide when
assistance is needed/and acquire training for the job
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Achievement drive
Administrative competence
Analytical and creative problem solving
Decision-making
Problem-solving,
Commercial appreciation
Articulate/literate
Attitude - be able to identify with company goals
Basic business skills/some basic business acumen
ICT skills
Comfortable on a personal basis with his/her duties
Commitment - willingness to learn, develop and adopt
Common sense
Communication - oral, written and effective listening
Personal interaction with groups.
Negotiation
Confidence
Willing to take direction

By comparison, in the case of the Brennan et al, the following were the findings:

Personal Qualities
Malleable self-theory; belief that attributes (e.g. Intelligence) are not fixed and can
be developed.
Self-awareness: awareness of own strengths and weaknesses aims and values.
Self-confidence: confidence in dealing withy the challenges that employment and
life throw up.
Independence: ability to work without supervision.
Emotional intelligence: sensitivity to others emotions and the effects that they can
have.
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Adaptability: ability to respond positively to changing circumstances and new
challenges.
Stress tolerance; ability to retain effectiveness under pressure.
Initiative: ability to take action unprompted.
Willingness to learn: commitment to ongoing learning to meet the needs of
employment and life.
Reflectiveness: the disposition to reflect evaluatively on the performance of oneself
and others.

Core Skills
Reading effectiveness: the recognition and retention of key points.
Numeracy: ability to use numbers at an appropriate level to accuracy.
Information retrieval: ability to access different sources.
Language skills: possession of more than a single language.
Self-management: ability to work in an efficient and structured manner.
Critical analysis: ability to ‘deconstruct’ a problem or situation.
Creativity: ability to be original or inventive and to apply lateral thinking.
Listening: focused attention in which key points are recognised.
Written communication: clear reports, letters etc. written specifically for the reader.
Oral Presentation: clear and confident presentation of information to a group.
Explaining: orally and in writing
Global awareness: in terms both of cultures and of economics.

Process Skills
Computer literacy: ability to use a range of software.
Commercial awareness: understanding of business issues and priorities.
Political sensitivity: appreciates how organizations work and acts accordingly.
Ability to work cross-culturally
Ethical sensitivity: appreciates ethical aspects of employment and acts accordingly.
Prioritising: ability to rank tasks according to importance.
Planning: ability to rank tasks according to importance.
Applying subject understanding; use of disciplinary understanding from the higher
education programme.
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Acting morally: has a moral code and acts accordingly.
Coping with ambiguity and complexity: ability to handle ambiguous and complex
situations.
Problem-solving: selection and use of appropriate methods to find solutions.
Influencing: convincing others of the validity of one’s point of view.
Arguing for and/or justifying a point of view or a course of action
Resolving conflict: both intrapersonally and in relationships with others.
Decision-making: choice of the best option from a range of alternatives.
Negotiating: discussion to achieve mutually satisfactory resolution of contentious
issues.
Teamwork: can work constructively with others in a common task.

In relation to the research work undertaken for the current dissertation, it was
evident from the findings of the above that alternative models and methods were
needed in the context of a higher education provision which aspired to prepare
graduates for and in the workplace.
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NQAI - Definitions & Level Descriptors

As all of the courses developed within the models and methods described in this
dissertation - including the two cases studies quoted - were designed to attract
accreditation under the NFQ in Ireland, the relevant definitions and the level
descriptors for the higher education sector are presented here for reference.

NQAI Definitions
Knowledge
This is the form of learning outcome commonly identified with declarative
knowledge. Declarative knowledge is the cognitive representation of ideas, events
or happenings. It can be derived empirically from practical or professional
experience as well as from formal instruction or study. Such knowledge has
meaning outside any specific context of application or practice. It can comprise
description, memory, understanding, thinking, analysis, synthesis, debate and
research. Any new knowledge is not simply added to the knowledge a learner has
before, but is conditioned by the nature, richness and structure of one’s previous
knowledge and, furthermore, serves to modify and restructure the latter, however
partially.

Knowledge - breadth
Knowledge outcomes are associated with facts and concepts; that is, they refer to
knowledge of, or about, something. The more diverse, complex and varied the facts
and concepts, the greater the breadth of knowledge and this is a matter of level.
Breadth is be distinguished from the number of different facts and concepts
learned, which relates to volume.

Knowledge - kind
The representation of facts and concepts, including ideas, events or happenings, is
cumulative. The more facts and concepts are layered on top of each other, and draw
successively upon each other to construct meaning, the higher the level of learning.
This process is typically associated with progressively greater abstraction from
concrete phenomena into theory.
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Know-how and skill
Skill is the goal-directed performance of a task in interaction with the environment.
The exercise of a skill is the performance of a task that in some way responds to or
manipulates the physical, informational or social environment of the person.
Know-how underpins skill but is not identical to skill. Know-how, or savoir-faire,
is the procedural knowledge required to carry out a task. Know-how may be
accompanied, or scaffolded, by declarative knowledge while a skill is being
acquired but, unlike procedural knowledge, this declarative knowledge is not an
intrinsic part of the skill. Know-how may be measured directly or implied from
performance. Skill can only be measured by performance.

Know-how and skill - range
Skills, in both his/her execution and the demonstration of underpinning procedural
knowledge, encompass the use of many different kinds of tool. Tool refers to any
device or process that facilitates individuals having some effect on his/her physical,
informational or social environment. Tools include cognitive and social processes
as well as physical implements. Tools, and the skills to use them, range from
commonplace or familiar to novel or newly-invented. The sheer number of skills
acquired is a matter of volume, rather than of level. The diversity of skills is a
feature of this strand that contributes to differentiation in le vel. The completeness
of the set of skills (and associated know-how) in respect of an area of activity is
another feature that helps indicate the level.
Know-how and skill - selectivity
The performance of tasks depends on the learner having an appropriate
understanding of the environment in which the tasks are performed and being
aware of his/her own ability and limitations, while at the same time being able to
correctly judge the fit between the demands and ability. Whereas the range of
know-how and skill refers to what a learner can do, selectivity (which might also
be called procedural responsiveness) refers to the judgement that the learner
exercises in carrying out procedures, through selecting from the range of know
how and skills available to him/her, in accordance with his/her appraisal of the
demands of the task.
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Competence
The practical application of knowledge and/or skill requires learning beyond
his/her primary acquisition. The unique characteristic of competence is the
effective and creative demonstration and deployment of knowledge and skill in
human situations. Such situations could comprise general social and civic ones, as
well as specific occupational ones. Competence draws on attitudes, emotions,
values and sense of self-efficacy of the learner, as well as on declarative and
procedural knowledge. Competence refers to the process of governing the
application of knowledge to a set of tasks and is typically acquired by practice and
reflection. Some aspects of performance in situations may depend on innate
characteristics of an individual. Inasmuch as such performance is not learned it
cannot be recognised as learning. Competence also encompasses the extent to
which the learner can acknowledge his/her limitations and plan to transcend these
through further learning.

Moreover, while basic knowledge and skills can be

described more or less independent of context, for the description of competence it
is essential to make explicit the range of contexts in which the learner can
demonstrate his/her competence. Competence outcomes can thus be stated in the
form, “In a specified range of circumstances, a learner will be able to ...”.

Competence - context
Human situations, whether occupational or general social and civic ones, supply
the context within which knowledge and skill are deployed for practical purposes.
Such situations range in complexity and hence in the demands they place upon the
person acting in them. Highly defined and structured situations or contexts
constrain the behaviour of the individual and require lower levels of learning. The
range of responses required, and hence the extent to which a broader range or
higher level of knowledge and skill have to be drawn upon also depends on how
predictable the context is. Acting effectively and autonomously in complex, illdefined and unpredictable situations or contexts requires higher levels of learning.

Competence - role
For many purposes, joining and functioning in various kinds of group is a key
component in putting knowledge and skill to effective use. Joining a group
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successfully requires individuals to adopt appropriate roles within the group. This
requires the application of social skills and an understanding of the tasks of the
group. Higher levels of competence are associated with playing multiple roles as
well as with roles requiring leadership, initiative and autonomy. Higher
competence is also associated with participation in more complex and internally
diverse groups.

Competence - learning to learn
This strand encompasses the extent to which an individual can recognise and
acknowledge the limitations of his/her current knowledge, skill and competence
and plan to transcend these limitations through further learning. Learning to learn
is the ability to observe and participate in new experiences and to extract and retain
meaning from these experiences. While drawing on other aspects of knowledge,
skill and competence, this sub-strand places an emphasis on the relationship of the
learner to his/her own learning processes. This provides a basis for abstraction and
generalisation that, in principle, facilitates regarding this as a separate sub-strand of
competence.

Competence - insight
Insight refers to ability to engage in increasingly complex understanding and
consciousness, both internally and externally, through the process of reflection on
experience. Insight involves the integration of the other strands of knowledge, skill
and competence with the learner’s attitudes, motivation, values, beliefs, cognitive
style and personality.

This integration is made clear in the learners’ mode of

interaction with social and cultural structures of his/her community and society,
while also being an individual cognitive phenomenon.

A learner’s self

understanding develops through evaluating the feedback received from the general
environment, particularly other people, and is essential to acting in the world in a
manner that is increasingly autonomous.
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Level Six Award
Higher Certificate
This is a multi-purpose award-type. The knowledge, skill
and competence acquired are relevant to personal
development, participation in society and community,
employment, and access to additional education and
training.
Knowledge - breadth Specialised knowledge of a broad area
Some theoretical concepts and abstract thinking, with
Knowledge - kind
significant underpinning theory
Know-how and skill - Demonstrate comprehensive range of specialised skills and
tools
range
Know-how and skill - Formulate responses to well-defined abstract problems
selectivity
Competence - context Act in a range of varied and specific contexts, taking
responsibility for the nature and quality of outputs; identify
and apply skill and knowledge to a wide variety of
contexts
Exercise substantial personal autonomy and often take
Competence - role
responsibility for the work of others and/or for the
allocation of resources; form, and function within,
multiple, complex and heterogeneous groups
Competence
- Take initiative to identify and address learning needs and
interact effectively in a learning group
learning to learn
Competence - insight Express an internalised, personal world view, reflecting
engagement with others
Progression to programme leading to a higher education
Progression &
and training award at Level 7 or 8
Transfer
Title
Purpose
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Level Seven Award
Bachelor degree
This is a multi-purpose award-type. The knowledge, skill
and competence acquired are relevant to personal
development, participation in society and community,
employment, and access to additional education and
training.
Knowledge - breadth Specialised knowledge across a variety of areas
Recognition of limitations of current knowledge and
Knowledge - kind
familiarity with sources of new knowledge; integration of
concepts across a variety of areas
Know-how and skill Demonstrate specialised technical, creative or conceptual
skills and tools across an area of study
- range
Know-how and skill Exercise appropriate judgement in planning, design,
technical and/or supervisory functions related to products,
- selectivity
services, operations or processes
Utilise diagnostic and creative skills in a range of
Competence - context
functions in a wide variety of contexts
Accept accountability for determining and achieving
Competence - role
personal and/or group outcomes; take significant or
supervisory responsibility for the work of others in defined
areas of work
Take initiative to identify and address learning needs and
Competence interact effectively in a learning group
learning to learn
Express
an internalised, personal world view, manifesting
Competence - insight
solidarity with others
Progression to programme leading to a Level 8 Award.
Progression &
Progression internationally to some second cycle (i.e. "
Transfer
Bologna masters") degree programmes.
Title
Purpose
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Level Eight Award
Title
Purpose

Volume
Knowledge - breadth
Knowledge - kind

Know-how and skill range

Know-how and skill selectivity

Competence - context

Competence - role

Competence learning to learn
Competence - insight
Progression &
Transfer

Honours Bachelor Degree
This is a multi-purpose award-type. The knowledge, skill
and competence acquired are relevant to personal
development, participation in society and community,
employment, and access to additional education and
training.
Large
An understanding of the theory, concepts and methods
pertaining to a field (or fields) of learning
Detailed knowledge and understanding in one or more
specialised areas, some of it at the current boundaries of
the field(s)
Demonstrate mastery of a complex and specialised area
of skills and tools; use and modify advanced skills and
tools to conduct closely guided research, professional or
advanced technical activity
Exercise appropriate judgement in a number of complex
planning, design, technical and/or management functions
related to products, services, operations or processes,
including resourcing
Use advanced skills to conduct research, or advanced
technical or professional activity, accepting
accountability for all related decision making; transfer
and apply diagnostic and creative skills in a range of
contexts
Act effectively under guidance in a peer relationship with
qualified practitioners; lead multiple, complex and
heterogeneous groups
Learn to act in variable and unfamiliar learning contexts;
learn to manage learning tasks independently,
professionally and ethically
Express a comprehensive, internalised, personal world
view manifesting solidarity with others
Transfer to programmes leading to Level 8 award
Progression to programmes leading to Level 9 award or,
in some cases, to programmes leading to a Level 10
award.
Progression internationally to second cycle (i.e. "Bologna
masters") degree programmes
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Level Nine Award

Title
Purpose

Knowledge - breadth
Knowledge - kind

Know-how and skill
- range
Know-how and skill
- selectivity
Competence context
Competence - role
Competence learning to learn
Competence - insight
Progression &
Transfer

Masters Degree
This is a multi-purpose award-type. The knowledge, skill
and competence acquired are relevant to personal
development, participation in society and community,
employment, and access to additional education and
training.
A systematic understanding of knowledge at, or
informed by, the forefront of a field of learning
A critical awareness of current problems and/or new
insights, generally informed by the forefront of a field of
learning
Demonstrate a range of standard and specialised research
or equivalent tools and techniques of enquiry
Select from complex and advanced skills across a field
of learning; develop new skills to a high level, including
novel and emerging techniques
Act in a wide and often unpredictable variety of
professional levels and ill defined contexts
Take significant responsibility for the work of
individuals and groups; lead and initiate activity
Learn to self-evaluate and take responsibility for
continuing academic/professional development
Scrutinise and reflect on social norms and relationships
and act to change them
Progression to programmes leading to Level 10 award,
or to another Level 9 award.
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Level 10 Award.

Title
Purpose

Knowledge - breadth

Knowledge - kind

Know-how and skill range

Know-how and skill selectivity
Competence - context

Competence - role

Competence learning to learn
Competence - insight

(Level 10 Award in Higher Education and Training)'
This is a multi-purpose award-type. The knowledge, skill
and competence acquired are relevant to personal
development, participation in society and community,
employment, and access to additional education and
training.
A systematic acquisition and understanding of a
substantial body of knowledge which is at the forefront of
a field of learning
The creation and interpretation of new knowledge, through
original research, or other advanced scholarship, of a
quality to satisfy review by peers
Demonstrate a significant range of the principal skills,
techniques, tools, practices and/or materials which are
associated with a field of learning; develop new skills,
techniques, tools, practices and/or materials
Respond to abstract problems that expand and redefine
existing procedural knowledge
Exercise personal responsibility and largely autonomous
initiative in complex and unpredictable situations, in
professional or equivalent contexts
Communicate results of research and innovation to peers;
engage in critical dialogue; lead and originate complex
social processes
Learn to critique the broader implications of applying
knowledge to particular contexts
Scrutinise and reflect on social norms and relationships
and lead action to change them
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Learning Outcomes & Workplace Standards

This appendix presents a sample of the work undertaken to rewrite the learning
outcomes of the developed programmes in the language of workplace standards.
The sample shown relates to Case Study Two - the Bachelor Degree/National
Diploma in First-line Management.

The following was developed by the partners within the course design team as an
Indicative Evidence Guide to assist the workplace learners in the interpretation of
the learning outcomes in the terminology of the workplace and to assist them in the
compilation of evidence for learning portfolio development to meet the criteria set
for the award of credit and grades. The guidelines presented here relate to learning
outcomes for two topics within the module ‘Human Resource Management’.
Similar guidelines were prepared for the other topics within this module and for the
other modules.

People Management - Recruitment
The learner should show evidence of research done on the personnel needs of the
work area being supervised including clear written documentation of breakdown of
hours of existing workload and potential workload of the area being supervised,
against current staffing hours and resources.
The learner should be able to identify accurately the persons who have sanction
over additional staffing and should show evidence of issues raised at meetings and
discussions with these..
The learner should be able to describe fully the role to be filled in terms of job
specification, remuneration etc including
Responsibilities of the position, in priority order.
Key skills and abilities required of the Jobholder
Level /grade of the position.
Reporting
Remuneration and working conditions for the position.

The learner should demonstrate proficiency in the following interview skills:
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Preparation and planning
Conduct of interview
Adherence to the company selection criteria system
The candidate is able to articulate why the particular type of interview process was
selected.
Evidence should be furnished regarding the interview plan including
A process of selecting persons for interview
A schedule of interviews - appropriate amount of time for each interview
and an appropriate venue.
A copy of the selection criteria
Clear questions that are relevant to the job specification and selection
criteria.
A prepared range of acceptable answers for each question.
A coherent marking scheme for each of the selection criteria.
Attendance at interviews
Feedback from candidates regarding the interview process for verification
of the quality of post-interview feedback given.
In addition the learner should be able to
describe all relevant aspects of pre-employment conditions,
identify potential of internal personnel
articulate how they would identify the potential of their staff: through
appraisal process and regular review and through the allocation staff new
tasks and responsibilities and observation of subsequent progress.
The learner should ensure feedback to unsuccessful internal candidates with
evidence confirming that constructive feedback was given appropriately.
Evidence should be provided that all aspects of the recruitment process have been
reviewed.

People Management - Training & Development
The learner should be able to identify the Training & Development needs for the
particular area of responsibility - both for self and for those supervised.
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Evidence presented should include notes of meetings held with staff, individual
one-to-one discussions, diary entries and copies of individual training plans for self
and staff The individual training plans and / or a group training plan should be
linked to business objectives.
The learner should show that the training carried out is tracked, documented,
reviewed, objectively evaluated and revised appropriately. Evidence here could
include certificates of participation, invoices, diary entries, meeting plans and
minutes.
The learner should show that succession plans are in place for key identified roles
and that these form part of the overall training plans.
The learner should show that arrangements are in place to resource training and
development in area of responsibility by showing budget planning allocation for
training, proposals for training funding and requests for other resources.

In each of the instances above, a reflective element is included in a format similar
to that of the learning journal presented within appendix H.
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Accreditation Processes.

The following is a brief summary of the Accreditation/Recognition/Certification
processes conducted under the NQF by HETAC and the Academic council of CIT.
The processes for higher education programmes leading to NQF qualification
operate under HETAC (Higher Education and Training Awards Council) or under
authority delegate to particular institutes of technology to make their own awards.

HETAC Awards:
1. An outline submission for recognition of the course is presented by the
course design team to the academic council of CIT.
2. The course team meets with an internal review panel appointed by the
academic council.
3. Given a positive response by this panel, a full submission is prepared
and presented to the academic council for evaluation.
4. The course team meets with an external expert panel, representative of
both higher education academic and workplace sectors, appointed by
the academic council, to review the submission.
5. Given positive evaluation by the panel, the course team reviews the
submission and revises it as necessary for submission to HETAC by the
institute.
6. The institute and the course team meets with an expert panel appointed
by HETAC to review the submission.
7. Given a positive response by this panel, the course is recognised by the
Council for an appropriate award
8. The institute can then integrate the programme into its mainscheme
provision.
At each of the three evaluation stages above the panel verdict may be to reject the
submission, to accept it or to accept it subject to recommended revisions.. The
accreditation process in this case takes approximately one full academic year.
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Institute Awards under Authority Delegated by HETAC.
In this case the steps in the procedure are as above, with the exception that the
external expert panel for the final evaluation stage is nominated by the academic
council of the institute and submitted subsequently to HETAC in the context of its
oversight of the recognition procedure.
In this case, the accreditation process can be accelerated where the proposed
programme is prioritised by the institute.

Accreditation for Elective Streams or Elective Subjects
In many instances courses developed within the Pal process may not constitute a
full programme requiring accreditation of a new award de novo. In these cases the
timelines for accreditation can be significantly reduced. The process is as follows:
1. An appropriate host programme which has already been recognised and
which can accommodate the subject/stream as electives, is identified.
Agreement from the relevant course board is obtained.
2. A review panel, consisting of internal and external representative of
higher education and the workplace, is established by the academic
council and reviews the proposal for integration of electives into the
host programme.
3. Given appositive response by the panel, the electives are made available
to the next intake for the host programme.
In the case of HETAC awards the expert approved by HETAC in advance of
evaluation. In the case of delegated awards the panel is appointed by the academic
council of the institute and submitted subsequently to HETAC.
This process has been used for Pal programmes and experience has shown that the
timescale for accreditation in these cases has been of the order of one academic
term.

180

Appendix E

RPL at CIT

RPL in Non-Award Stages:
Recognition or accreditation will be given:
For complete modules/subjects;
Where a minimum of 50% of the learning outcomes for the module/subject have
been achieved;
For a maximum of 50% of the modules/subjects for the stage;
Up to a maximum of 50% of the total credits for the stage;
Marks/grades will not be awarded at non-award stages. Where an end of year
classification is to be calculated, such calculations will be based entirely on the
modules/subjects that have been examined conventionally

RPL in Award Stage(s)
Any stage which has an input to the overall classification of an award is deemed to
be an award stage for the purposes of this document.
Recognition or accreditation will be given:
For complete modules/subjects;
Where a minimum of 50% of the learning outcomes for the module/subject have
been achieved;
For a maximum of 35% of the subjects/modules for the stage;
Up to a maximum of 35% of the total credits for the stage.
Subject exemptions are not granted at the award stage and, instead, marks/grades
are awarded, as indicated in Section 1.3.

RPL Process
The Institute, as part of the induction process.informs all new students of the
availability of the RPL provision
The student initiates the process by applying in writing to the relevant Head of
Department, providing all appropriate documentation in support of their
application. The Department will advise and assist the student regarding the
documentation needed and presentation of their case.
Where prior certificated learning is the basis of the case, the student provides the
relevant syllabus, the examination paper and a transcript of results. Where
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experiential learning is involved, the student prepares a learning portfolio providing
evidence of learning assembled in relation to the learning outcomes of the relevant
subject(s), verification of this evidence along with supporting documentation. The
student is supported in this process by a mentor from the DEIS department.
The relevant Course Board has responsibility for overseeing the assessment of the
portfolio and for making a recommendation for the granting, or otherwise, of
credits/exemptions/grades to the Academic Council of the institute.
The Course Board may recommend or reject the request for RPL, or seek further
input from the student.
The RPL process is for each student is validated by the academic council of the
institute and the recommendation of the course board is transmitted to the
examination board meeting for the relevant course for confirmation.
The various stages of the RPL process are shown on the flow chart in Figure 1.

Induction
DEIS/Mentor

Verificatio
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HoD

Course Board —► Head of Faculty

Precedence

Examination
Board

Committee
A
Exams Office
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Council
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EU Definitions

Within the EU memorandum on lifelong learning three basic categories of
purposeful learning activity are defined as follows.

Formal learning takes place in education and training institutions, leading to
recognised diplomas and qualifications.

Non-formal learning takes place alongside the mainstream systems of education
and training and does not typically lead to formalised certificates. Non-formal
learning may be provided in the workplace and through the activities of civil
society organisations and groups (such as in youth organisations, trades unions and
political parties). It can also be provided through organisations or services that have
been set up to complement formal systems (such as arts, music and sports classes
or private tutoring to prepare for examinations).

Informal learning is a natural accompaniment to everyday life. Unlike formal and
nonformal learning, informal learning is not necessarily intentional learning, and so
may well not be recognised even by individuals themselves as contributing to their
knowledge and skills.
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Course Schedules

Higher Certificate in Arts (Community Education and Development) - Stage
One
Status

Subject Title

RPL Portfolio, Reflection and
M
Study Skills
Information & Communications
M
Technology
M
Adult & Community Education

Hours
/week

Assessment
Method

Credits

4

Learning Portfolio

10

3
6

10
15
10
15

Social
Analysis
&
Social M
Structure
Group Work & Facilitation Skills M

5

Tasks
Written
Assignment
Written Essay

6

Role play

Total

24

60

Higher Certificate in Arts (Community Education and Development) - Stage
Two
Status

Subject Title
Community
Education
Development
Social Economy, Policy
Administration
Project
Management
Administration
Applied Research Project
Class, Race and Culture
Gender

&

M

and M
and M
M
M
E

Hours / Assessment
week
Method.
4
Assignment
individual
4
Asignment
individual
2
Role-play/Funding
submission
6
Project report
3
Essay/tasksindividual
3
Essay/tasksindividual
22

Total

184

Credits
10
10
5
25
5
5

60

Bachelor Degree in Arts (Community Education and Development)

Subject

Hours/
week
3

Assessment Method

Credits

Assignment

10

Management, Leadership & M
Change
M
Group Work in Community

3

Essay

10

3

10

Stratification
Practice & Project

3
12

Assignment,
Role Play
Seminar paper
Project
Report
Presentation
Work-based Report

Education & Development

Statu
s
M

M
M

10
& 20

24

Total

60

Honours Bachelor Degree in Arts (Community Education and Development)
Subject

Status

Education - the Context
M
Sociology Structures/Change M
Development - Leadership, M
Authority, Power
M
Equality Studies
Professional
Development/Practice
Dissertation
Total

Hours/
week
3
3
3
3

M

9

M

3
24

Assessment Method

Credits

Essay
Assignment - individual
Open-book examination

8
8
8

Group projeet
Individual interview
Work-based learning

8

Dissertation
Presentations

13

15

60

Note: All assessment processes require completion of reflective elements and
learning journal.
Workpractice comprises 9-12 hours per week.
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Bachelor Degree in Business (First-line management)

Subject

Status

Human Resource Management
Quality, cGMP
Environmental Health and Safety
Business and Industry Studies
Elective
Project

M
M
M
M
E
M

Hours/
week
5
3
3
3
3
7
24

Total

186

Assessment Method

Credits

Learning Portfolio
Learning Portfolio
Learning Portfolio
Learning Portfolio
Learning Portfolio
Dissertation
Presentation

12
8
8
8
8
16
60
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Learning Journal & Learning Agreement

As stated within the main document, work-based learning is a key element of these
courses. The work takes place under supervision and is governed by a Learning
Agreement developed between the student, the workpractice supervisor and the
workpractice coordinator.

The Learning Journal and Agreement formats presented here as examples are those
for the suite of courses in community education and development. Similar formats
apply to the other PAL programmes.

The Learning Journal
The journal is completed in the context of understanding the learning process as
one of continuing change and improvement through a cycle of the form
Action - reflection - review - revision - action .
The learning journal constitutes an essential part of the assessment material for
each of the course subjects. The purpose of the learning diary/joumal is to promote
the integration of fonnal and infonnal learning, particularly in the context of the
application of this learning in the community workplace as part of the student’s
development in professional practice.

Recording of learning on a regular basis promotes awareness of learning achieved
so that learners
become clear as to what has been learned
can communicate their learning to others
identify their own learning style and thereby become more effective
learners
monitor change in their own behaviour through learning
become comfortable with change and begin to pursue it
learn to learn from both success and apparent failure
learn to transfer their learning into new environments
become capable of learning from all situations, both formal and informal
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seek new environments and new situations from which learning can be
gained
can, in relation to the above, integrate the learning into their workplace
practice, in the context of reflective professional development.

The journal for each subject contains three entries to be submitted at approximately
six-week intervals, the final entry to be submitted at the completion of a given
subject. The entries relate directly to the learning outcomes of any given course
and so indicate progress through the course objectives.

Students are advised, in addition, to keep a regular record of their learning in a
learning diary so that entries for the learning journal can subsequently be generated
from the materials contained in this diary. The learning diary is seen as a personal
record of learning achievement, completed on a regular basis and containing
evidence of learning, verification of this evidence along with information on the
personal and other struggles attendant on the learning process. It, therefore, is a
private, personal space and is not intended for viewing or inspection by any other
person or agency.

The diary contains not only factual information but also

personal reflection on the learning achieved and its consequences for personal
action and practice.

The Learning Journal contains material similar to that contained within the learning
diary but filtered to exclude those elements within the diary, which, on reflection,
are not deemed appropriate for presentation to others - even on a confidential
basis. The learning journal, therefore, is an ongoing record of learning achieved,
the processes by which it is achieved, the positives and negatives experienced and a
reflection on this learning, its relevance, and its impact on the activities/practice of
the learner.

The mark allocated to the Learning Journal is generally 40% of the total for each
subject and this is allocated as follows:

Entry 1-

10 marks
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Entry 2-

15 marks

Entry 3-

15 marks

Guidelines to students for journal completion are as follows:

Step One: Identify the learning which has been most significant for you within the
period specified. It is possible here to refer to materials covered previously as well
because the reflective process involved is meant to relate to your past learning
experience both theoretical and practical. In referring to theory, you should give a
very brief outline only - within a few sentences. Theories included should be
recorded in the references, which should be appended. Indicate those elements,
which are relevant to you and to your practice and indicate why. Please note that
the questions posed below are meant to prompt your thinking only.

Your

submission should not be divided into sections dealing with these questions but
rather should be a continuous piece.

Step two: With respect to the learning described in section one, show how it relates
to you current practice and everyday life. This practice is meant to include all the
work you do in the community context, including your workpractice. As learning
has an impact on all aspects of living, it may also be appropriate to relate the
learning to activities, which may be outside of community involvement. Remember
that this section refers to your current practice. In this process you should be
reflecting on your current practice in the context of the learning outlined above.
This reflection should be critical, in that it requires you to examine your current
practice to see if it can be improved and/or consolidated.

Step Three: After reflection, you can now begin, constructively, to revise your
practice on the basis of your learning.

This may consist of major, minor or

possibly no change at all. Your commentary here should indicate why you will (or
will not) change practice in the future or how differently informed your practice,
values and attitudes will be in the future.
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Step four: This is a commentary on the means by which you gained the learning.
Again, this is meant to be reflective and constructively critical of the actors,
including yourself, and of the processes involved. This should be seen as a process
of continuous improvement for all involved. It will also serve to identify those
methods of learning and support best suited to yourself

The general format of the journal is as follows
1. Explore the classroom learning most significant for yourself
Prompts:
Why was it significant?
What feelings does the learning provoke?
What thoughts does the learning provoke?
Am I in agreement with it or not?
Has it changed my views?

2. Relevance to previous and current practice and everyday life
Prompts:
In which areas does the learning apply to my practice in the community?
How does the learning relate to my previous experience in practice?

3. Relevance to future practice and everyday life
Prompts:
How will this learning change my practice and/or approach to everyday
life?
What specific changes will I make in my practice and/or approval to
everyday life as a consequence of this learning?
What do I expect will be the effects of these changes?

4.

How the learning process occurred

Prompts:
As an individual:
Were there particular barriers/difficulties experienced by you in the learning
process?
190

What helped you through the learning process?
As a group member;
How did you contribute to the group learning within the class and/or your
tutorial group?
How did the other members of the class and/or your tutorial group
contribute to your learning?
What is working well for you within the learning process?
What is not working well for you within the learning process?
In what areas do you need further help?

The Learning Agreement
The learning agreement is the written document recording the agreed learning path
for a given student agreed and signed by the workpractice supervisor, the
coordinator and the student,
The learning agreement contains statements relating to
the learning outcomes to be achieved
the credits attaching to these outcomes
the programme of learning activities to be undertaken by the student
the teaching, materials, resources and supports to made available to the
student
the assessment methods to be used to measure the learning achieved
the performance levels to be achieved to attract the credits and grades
available.

The agreement, having been submitted and approved by the Course Board, defines
the learning path for the student and the framework against which learning
performance is measured.

The steps in developing the Learning Agreement are as follows:

Induction: Before formally commencing the practice the student attends a
workshop which:
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Introduces the student to the aims and objectives of the workpractice, the
methodology and approaches to be used
Describes the Learning journal, diary, and Learning Agreement under
which the workpractice will be conducted.
Describes the range of learning outcomes to be addressed
Describes the self-assessment process which will serve to identify the
individual learning goals for individual students
Describes the assessment methods and guidelines and the criteria against
which assessment will be conducted
Outlines the process of supervision in the context of workpractice
Outlines the roles of student, supervisor and coordinator within the
supervision process
Addresses issues such as values and value systems of individual,
organisations and individuals within organisations
Addresses roles and responsibilities of students in workpractice relating to
such issues as confidentiality etc
Facilitates the development of a ‘professional’ approach to workpractice
and practice
Reviews the process and practice of critical reflection and review

Self-assessment: The students, under guidance, will through a supported, selfassessment process identify the skills and competences they will bring to their
practice along with those areas in need of development and/or improvement. This
will serve to identify the form of workpractice to be undertaken and the learning
goals to be achieved within it. It also serves to identify the zone of proximal
development.

On the basis of the above, a learning agreement is drawn up between the
workpractice supervisor, the coordinator and the student, is signed by all three and
lodged with the Course Board. The agreement is subject to monthly review in
respect of all of its aspects by the signatories. Any agreed revision of the contents
of the agreement must be approved by The Course Board before it becomes the
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formal revised learning path for the student. The leaning agreement constitutes an
essential part of the learning record of the student and so it and any revisions of it
must be included in the learning portfolio of the student.

The contents include the following
Name of Course Participant:
Name of Workpractice Supervisor:
Name of Workpractice Co-ordinator
Location of Workpractice:
Brief outline of student’s prior experiences & skills:
Agreed work plan & learning goals.
Responsibilities of participant
in relation to workpractice
in relation to supervision
Brief profile of agency/community workplace:
Responsibility of workpractice supervisor:
Workpractice schedule:
Supports and resources to be made available
Assessment criteria and methods
Signature of Participant, Workpractice Supervisor: Workpractice Co
ordinator:
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Appendix I

Assessment Methods

The following is a list of assessment methods presented in Knight and Yorke [75]
and presented here for reference purposes.
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.

Personal response assessment.
Assessment banks - sample performance.
Classroom Assessment Techniques CATS - brief tasks
Bullet point summaries - of set readings.
Computer-based self-assessment tasks.
E-monitoring of web search, software use etc.
Multiple choice questions (MCQs)
Glossary construction - examination conditions
Structured summaries of texts - with - agreed framework
New tests using old software/notes
Objective structured laboratory task
Short answer Questions - extended MCQs to 50-100 words
Fieldwork, laboratory work reports.
Posters.
Replication of published studies - on a smaller scale.
Seminar presentations.
Short evaluations of selected target papers
Statement of relevance of paper, article to another task/activity - 1000
words.
19. Takeaway tests.
20. Structured logs of project /dissertation work.
21. Terminal unseen time-constrained assignments
22. Memoranda, executive summaries.
23. Contributions to threaded electronic discussions.
24. Devising assessment task to instructions.
25. Concept mapping
26. Compilation annotated bibliography
27. Open book terminal examination
28. Short essay writing 1000 words.
29. Preparation of founding proposal.
30. Combined formative and summative assessment.
31. Essay writing 5000 words.
32. Games/simulations
33. Peer assessment
34. Self-assessment.
35. Viva Voce examinations
36. Exhibitions, demonstrations
37. Book/ Website reviews
38. Common design project
39. Model building/design
40. Role-play
41. Web page development
42. Credit claim preparation
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43.
44.
45.
46.
47.
48.
49.
50.
51.

Project work
Dissertation/thesis
Small-scale research/inquiry
Assessment of logs and journals
Portfolios
Performance
Integrating assessment - across subjects
Real problem solving
Assessment of work - based learning
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Appendix J

E-Learning at CIT

In the development of programmes within the PAL process, the matters of delivery
and support are evidently of significance given the nature of the learner cohorts to
be addressed. The question of ICT, from the viewpoint both of the technology and
related pedagogy is consequently of importance. Significant research and
development work in the area of e-leaming has been undertaken in this regard, but
has not been reported in the main body of the dissertation as it was not invoked, to
any significant extent, in either of the case studies reported. E-leaming, however, is
currently widely, primary in association with conventional face-to-face methods in
a number of Pal-type programmes and is seen as being an increasingly significant
element in then for the future. In this context, e-leaming is viewed as learning,
teaching and assessment facilitated and supported through the use web-based
technologies.
The current situation is that the total number of students registered on the preferred LMS
-WebCT - system is approximately 3,000 out of a total FTE equivalent student
population of 8500.

This is a figure has been achieved mainly through EU funded

research (primarily via the Leonardo and Socrates initiatives) with some more recent
contributions from the retention initiative and the office of the Registrar.

Significant

research and development work has been undertaken in the areas of learning resource
development, student support services, virtual classroom systems and e-portfolio methods
for learning assessment. [
The current policy position is that the institute should support the use of e-leaming
for the enhancement of teaching, learning and assessment and in the short to
medium term that e-leaming be looked towards as a form of learning support, i.e.
as a complement rather than a replacement for conventional provision.
Within this context
All staff will be given opportunity to develop the expertise required to
promote, develop and support the appropriate use of e- learning.
All students will be given the opportunity to develop the expertise required
to exploit fully the potential for e-leaming within their studies
Appropriate mechanisms will be established for the recognition of staff
competence and time in the promotion, development and support of eleaming.
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A suitably resourced E-Leaming Centre will be established to support the
above and to ensure continuing optimal and cost-effective provision by
research and development activity in the field
A suite of e-leaming resources and systems, primarily a Learning
Management System, which, over time, will be integrated with campus
wide digital systems, including student records, library and finance systems.
An infrastructure will be provided and maintained - to allow on- and offcampus access to e-leaming provision

With the provision of appropriate internal resources however it is suggested that the
following targets should be achievable:
50% of students inducted and registered after 2 years
30% of courses using WebCT after 4 years
50% of courses using WebCT after 5 years
20% of lecturing staff trained in using WebCT after 2 years
30% of lecturing staff trained in using WebCT after 3 years

In support of such development, DEIS continues to work with a range of partners, both
internal and external, to research and develop the technological and pedagogical capacity
to optimise the use of e-learning for the delivery, support and assessment of learning
within a secure ICT environment integrating all the digital systems of the institute
relating to administration, records and services, information, learning management and
assessment..
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